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Abstract
Alharbi, Adel. Ph.D. The University of Memphis. August, 2019. Investigating sequential
vocabulary learning strategies as a means of improving L2 vocabulary acquisition. Chair
Advisor: Tereasa Dalle Ph.D.
One of the key aspects to learning a language is building good vocabulary knowledge.
However, building vocabulary is considered to be as hard a process as developing the language
itself in the long term. In second language acquisition (SLA), the larger vocabulary size has been
connected to intelligence and as a major determinant of successful language use. With the
constant use of vocabulary learning strategies (VLSs), language learners have reported
successful growth of their language learning.
The current study investigated Spanish–English bilingual speakers’ beliefs and practices
about sequential VLS processes as a means of improving second language vocabulary
acquisition. The study recruited participants from two groups (each group has 35 participants, N
= 70) attending public high school in a Spanish speaking country. The effects of five preselected
sequential VLSs (Guessing meaning of a new word with its context, building synonyms network,
listening and pronunciation process [speaking strategies], bookmark word search [note-taking
strategies], and remembering strategy for writing) on 35 participants were investigated through a
4-week VLS intervention design. A convergent mixed-methods design has been used, in which
quantitative and qualitative data were collected in parallel, analyzed separately, and finally
merged. The study used a questionnaire followed by the vocabulary size test (VST) to test the
theory that certain VLS processes positively influence the growth of vocabulary size or
knowledge for bilingual learners of English during the language learning process.
The findings showed that specific sequential VLS processes (the vocab-backup strategy
model VBS) accounted for a change of the vocabulary size scores. Statistical analysis revealed
vi

that, all participants preferred the same VBS model sequencing when it comes to vocabulary
learning. On the effective use of sequential VLS processes, participants were recorded
performing two types of VLS: initial-VLS processes and consolidated-VLS processes. The
sequential and frequency of use for the VLSs from the interview’s findings reported that
participants favored mostly guessing meaning from context, synonyms relation strategies, and
dictionary use as initial attempts for their vocabulary learning. The overall results suggest that
deeper processes of VLS use result in successful vocabulary learning but also enhance language
learning input.
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Chapter 1: Introduction
In second language acquisition (SLA), the intricacy of vocabulary acquisition resulted in
several theories and approaches concerning vocabulary development process. In other words,
one of the fundamental connecting threads between developing a second language and building
vocabulary knowledge is the use of vocabulary learning strategies (VLSs). Among the various
linguistics features a learner must master, vocabulary knowledge is regarded as a complex
construct (Schmitt, 2010b; Tseng & Schmitt, 2008). Lexicographical studies on the importance
of vocabulary in SLA that began in the 1980s have marked a shift from a focus on grammar and
structure to an emphasis on vocabulary acquisition (Schmitt, & McCarthy, 1997; Zimmerman,
1997).
Technically, one of the most important aspects of learning a second language is building
the vocabulary and, more importantly, learning vocabulary in a second language is a long and
demanding task (Gu, 2017). Consequently, those who employ VSLs are more likely to be
successful in building and retaining vocabulary. Language learners have reported successful
growth of their language learning by using VLSs (Gu, 2003; Kojic-Sabo & Lightbown, 1999;
Nation, 2013; Schmitt, 2010b). However, research studies and statistics have shown that most
second-language learners reported deficiency in vocabulary size (Laufer, 2000). In other words,
second-language learner’s vocabulary size scores were usually below the average text-coverage
percentile required (almost need 95–98% text coverage). In her study, for instance, Laufer
reviewed several studies from eight different countries and concluded that the vocabulary size
needed for high school/university ESL/EFL learners should be range from 1,000–4,000 word
families [at least].
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The introduction of VLSs in SLA was an initial effort to broaden research in lexical
acquisition and, more importantly, to develop teaching methods for second languages.
Additionally, as a subfield of applied linguistics, the development of VLSs was influenced by a
lack of research in lexical acquisition in the early 1980s (Meara, 1980); however, this is no
longer a neglected area of research (Schmitt, 2010b). Schmitt (1997) stated that language
strategy research started as early as the 1970s due to a call for action to step away from the old
“predominantly teaching-oriented perspective” (p. 199) to more of an exploratory approach into
how learners’ actions in the classroom affect their language acquisition. The influence of
language learning strategies research became seemingly obvious in second-language acquisition
(O’Malley & Chamot, 1990; Oxford, 1990; Rubin, 1975; Stern, 1975). Research on learning
strategies was mainly inspired by two interrelated disciplines: cognitive psychology and secondlanguage acquisition. This study’s attention and focus will be on the latter to provide information
to examine the extent to which VLS assist in L2 vocabulary development. The VLS studies
yielded invaluable results on using learning strategies for building vocabulary knowledge and
achieving high academic progress (Cheung, 2004; Hunt & Beglar, 2005; Ma, 2009; Schmitt,
2000; Wu, 2005). Schmitt (2010b) argued, “The skilled and appropriate use of strategies/tactics
directly leads to increased vocabulary knowledge, which is indicated by both size and depth
components” (p. 96). This study aims to determine how bilingual learners of English process and
strategize learning vocabulary in a foreign/second language effectively and efficiently. By
identifying what research has contributed in understanding VLSs, this analysis will call attention
to a new approach of VLSs that may not be commonly used by students or instructors. This study
hypothesizes that certain VLSs would work better than others to guide learners and boost their
vocabulary during language learning.
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Statement of the Problem
Second Language Learners’ (SLL) vocabulary needs to be large enough (95–98% text
coverage) to survive the demands of studying in an English-language university (Coxhead, 1998;
Laufer & Ravenhorst-Kalovski, 2010; Nation, 2013; Schmitt, 2007, 2010b; N. Schmitt, D.
Schmitt, & Clapham, 2001). However, most vocabulary studies continuously report insufficient
vocabulary size of English language learners. Laufer (2000), for instance, reviewed several
studies from eight different countries and concluded that the vocabulary size needed for high
school and university English as a second language (ESL) and/or English as a foreign language
(EFL) learners ranges from 1,000 to 4,000 word families.
The above-mentioned studies reported a lack of use of VLSs by ESL learners with or
without the help of teachers. Gu (2013) stated that due to the difficulty of L2 vocabulary
learning, it is highly practical, beneficial, and theoretically intriguing to investigate the ways
students learn vocabulary and to determine the effectiveness of various strategies (p. 6115).
Additional effort is needed to explore more ways that students use VLSs. It is widely known,
especially in the EFL context, that despite years of studying English, many learners consider
insufficient vocabulary knowledge an obstacle that they feel is difficult to overcome (Zheng,
2009).
Purpose of the Study
The drive of this mixed-methods study is to investigate how bilingual learners of
Spanish–English strategize learning vocabulary in a foreign/second language both effectively
and efficiently. This study used a questionnaire followed by the vocabulary size test (VST;
Nation & Beglar, 2007) to test the theory that certain VLSs positively influence growth of
vocabulary size or knowledge for bilingual learners of English during the language learning
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process. The VST was used as a pretest of vocabulary size. Then, a minimum 4-week VLS
treatment was administered to a defined experimental group to determine any significant change
in the vocabulary size scores for the experimental group compared to a control group. A
preselected collection of VLSs called vocab-backup strategy (VBS) is used during the VLS
treatment. After the VLS intervention, a vocabulary size posttest was administered to compare
the two VST scores from both groups. Finally, interviews were recorded to explore the reasons
and ways bilingual learners of English preferred or use VLSs. By carefully identifying what
research has already contributed in understanding VLSs, the present study can call attention to a
specific sequence of VLS process approaches that is not currently used by students or instructors.
Thus, the need to research, offer, and teach the “process” of VLSs is the specific area of study.
In doing so, this research aims to evoke the importance of VLSs in ESL classroom
settings. It will also aim to investigate the growth of vocabulary by using VLSs. Additionally,
this project will serve as a continuous volume of research that has been developed to both
converge and expand the quantitative results from the mixed-methods findings to close the gap in
this field. As Gu (2005, 2010) pointed out, there is still a lack of research on the process of
vocabulary learning. In vocabulary learning, different manifestations of VLSs can help
determine the learning result. For instance, several studies have investigated the deep and
surface processing strategies (e.g., Barcroft, 2009; Fan, 2003; Ma, 2009; Nation, 2013) by L2
learners. In Clarke and Nation’s study (1980), the researchers applied four inductive steps of
guessing the word from context and found significance in retaining new vocabulary for the long
term. From this particular perspective—learning new vocabulary using specific strategies
process—Gu (2005) stated, “This learner-oriented process view of vocabulary acquisition is
beginning to appear in applied linguistics, though the majority of research is still on the what
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(target or product) rather than the how (process) of vocabulary learning” (Crow, 1986; McNeill,
1990; Meara, 1980; as cited in Gu, 2005, p. 69). Also, as Fan stated, “Most studies on L2
vocabulary focus on individual strategies or a small number of them” (p. 225). In addition, this
research aims to elevate the study goals to be actively applied and to support L2 learners achieve
better language development.
Research Questions
This study seeks to answer the following four research questions in two phases. In the
first phase, the first two questions are more general to investigate the use of VLSs and their
effectiveness for bilingual learners of English. These two questions are as follows:
1. To what extent and in what ways do bilingual learners of English use VLSs? To answer
this question, a quantitative method will be used to determine the ways bilingual learners
of English deploy/apply certain strategies.
2. Which of the strategies reported lead to more vocabulary acquisition? And furthermore,
does the sequence strategy make a difference?
By answering these two major questions, in the second phase, the study can then
investigate and delve into specific research questions about the use of sequential VLSs to retain
and boost bilingual English learners’ vocabulary size and knowledge as well as vocabulary
learning autonomy. The two research questions are as follows:
3. Do bilingual learners of English learn new vocabulary using the VLS process? If so, why
and how? This question will be investigated both quantitatively and qualitatively.
4. How much vocabulary do second-language learners retain with the use of sequential
VLSs? Using mixed-method approach, the last question will be examined both
quantitatively and qualitatively. The quantitative part of it will be determined using pre
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and post vocabulary size test (VST). After collecting participants’ VST scores, a set of
random sampling of those who scored high in the test will be selected for the interview.
Significance of the Study
Many current and past studies on VLSs have dealt with and tested certain VLSs by
categorizing them under a vocabulary taxonomy (e.g., Gu, 2013; Gu & Johnson, 1996; Nation,
2001; Schmitt, 1997; Stoffer, 1995). However, fewer studies have investigated the VLS process
as substrategies that bilingual learners of English use to learn vocabulary (e.g., guessing from
context, looking up synonyms of a new word, checking the meaning in the dictionary, etc.).
Because lexical knowledge is systematic and dynamic in nature (Gu, 2005; Schmitt, 2010b),
language learners might need to employ different VLSs to master the new vocabulary they
encounter. The use of these substrategies or VLS processes has not yet received much attention
in research. According to Gu (2005), research studies on VLSs “…need systematic studies of the
natural process of vocabulary learning in authentic foreign language situations with the aim of
identifying the whole range of vocabulary learning strategies” (p. 75), and thus, must shift
attention to how these VLSs are used. From this particular gap in vocabulary research, this study
aims to investigate the use of VLSs by second-language learners in order to learn new words in
the target language. In other words, the significance of this study lies in looking at learning new
vocabulary using a sequential VLS process. This study aims to determine which strategy is most
effective for English-language learners (ELLs) to study new words as well as how these
strategies help improve research in SLA. Also, the lead investigator of this study would like to
expand the scope of the research methodologies and methods on VLSs in a previous quantitative
research publication, “Building Vocabulary for Language Learning: Approach for ESL Learners
to Study New Vocabulary” (Alharbi, 2015). In other words, I would like to investigate the
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effectiveness of VLS processes using a mixed-methods design to extend the research data from
the previous study.
Delimitations and Limitations of the Study
Delimitations.
Due to the fact that this study answered very specific research questions, it has some
delimitations. First, all self-reported vocabulary learning strategies questionnaire (VLSQ)
responses may yield different outputs depending on the learners’ attention and focus to answer
each item. A second delimitation results from the nature of VLSs. Since language learning
strategies, including VLSs, are self-learning tactics that learners employ/deploy, not all strategies
will be considered only those five VLSs proposed for this study. That is, it will only investigate
the change and the curve impact of students’ vocabulary size after implementing these specific
VLSs. Also, this study seeks only native Spanish speakers currently in high school or college
who are enrolled in English-concentration classes, and, as such, has a limited purpose. As such,
the findings might only be applicable to specific bilingual learners and thus not be generalized to
a bigger group. However, the findings could also imply that every learner can apply these VLSs
and become autonomous.
Limitations.
This study is limited to the Spanish–English bilingual speakers attending public high
school in a Spanish speaking country with a total (N = 70) participants. Another limitation of this
study is the VLS intervention time which will be only for 4-week period during the participants
regular English classes. This limitation of the time availability is restricted due to participants’
academic engagement at the school. Finally, the participants’ linguistic background; which is in
this case the Spanish language, adds another limitation factor of this study general population.
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Organization of the Study
In the first chapter, the study is outlined in terms of the following: (1) statement of the
problem; (2) purpose; (3) research questions; (4) significance; (5) delimitations and limitations;
and (7) organization.
Chapter 2 provides literature reviews and details theoretical frameworks on strategy use
and vocabulary acquisition in the following areas: (1) VLS background; (2) VLSs; (3)
vocabulary size, text coverage, and word lists; (4) academic vocabulary; (5) VLS research
method; (6) VLS taxonomies; and (7) autonomous vocabulary learning. It concludes with a
summary of the literature review.
Chapter 3 defines the methodology engaged in the study. This consists of the following:
(1) research context; (2) research design; (3) participants; (4) instruments; (5) data collection and
procedures; and (6) data analysis.
Chapter 4 presents and analyzes the quantitative results. This chapter responds to the
quantitative research questions including explication of the quantitative instruments using the
questionnaire and the VST.
Chapter 5 highlights, discusses, and analyzes the qualitative data. This chapter addresses
both methods and their overall findings. Chapter 6 includes and concludes the current study
major findings, pedagogical implications and further research recommendations with the
conclusion notes.
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Chapter 2: Literature Review
In this chapter, the discussions of different approaches and theories of vocabulary
learning strategies will be presented (e.g., Gu & Johnson, 1996; Kulikova, 2015; Nation, 2001;
Schmitt, 1997; Stoffer, 1995; Tseng, Dörnyei, & Schmitt, 2006; Zhang & Li, 2011). It also will
present related frameworks and theories in vocabulary acquisition to set the ground and build a
general understanding of the VLSs in applied linguistics. These theories address L1 and L2
vocabulary acquisition, vocabulary acquisition and learning, approaches to vocabulary
acquisition, language learning strategies and vocabulary learning strategies, VLSs research
methods, VLSs, vocabulary, size text coverage, word list, and VLSs Taxonomies.
L1 and L2 Vocabulary Acquisition
Languages are not lexically equivalent (Nation, 2013; Pavičić Takač, 2008; Schmitt,
2010b). The input in one language may have a radically different output in another. As such,
research in vocabulary acquisition (VA) requires cross-linguistic comparisons to understand how
language learners in any of these languages acquire lexical items. The difference in acquisition
merits discussion. On the one hand, L1 vocabulary acquisition functions in a systematic way, as
semantic features are developed according to the learner’s time exposed to the language. On the
other hand, L2 learners usually develop a language system and code the most frequent lexical
items in their mind based on equivalent L1 lexical input (Pavičić Takač, 2008). In other words,
both conceptual and semantic systems found in the L1 influence the development of a learner’s
L2 lexical items. This impact appears in different ways, such as in translation, guessing the
meaning from context, getting assistance from teachers or peers, and so on. However, there are
other factors that affect how L2 learners develop their L2 lexical ability and knowledge. For
example, different linguistic and lexical features between languages may contrast, especially
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when used by native speakers. The contrast of the two L1 and L2 lexical features could possibly
form an equivalence hypothesis to build on L1 lexical knowledge that has been stored earlier.
This hypothesis, however, might fail to bring these two lexical systems at one phase as explained
by Swan (1997), who lists several reasons to avoid this assumption:
•

lexical units in two languages are not exact equivalents (i.e., there is more than one
possible translation);

•

equivalent lexical units in related languages have different permissible grammatical
contexts;

•

lexical equivalents belong to different word classes;

•

lexical equivalents are sometimes false friends [or false cognates];

•

there may be no lexical equivalents at all (cited in Pavičić Takač, 2008, p. 9).

Gass (1989) extended this point, arguing that it is not possible to establish a foundation of
L2 lexical items in the mind, as it is already occupied by the L1 lexical system. However,
debates and discussions about the process of building-up L1 and/or L2 vocabulary is still a
young body of research. Many advocates seem to argue for the opposite view: that knowledge of
L2 lexical items is built incrementally.
Vocabulary Acquisition and Learning
According to many applied linguists, studying new words is a fundamental aspect of
learning that every language learner manages and strategizes (Nation, 2013; Schmitt, 2010b).
Vocabulary research first emerged from a lexicographical approach: listing ‘words’ in a
dictionary. However, to reach knowledge and mastery of a language’s vocabulary, language
users and/or learners must retain several components of ‘word’ knowledge other than a simple
definition (e.g. morphological, syntactic, phonological and orthographic, and semantic) and
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properly use it in the correct conceptual order in the language system. Besides mastering this
knowledge of a word, learners intend to apply the lexical item in the same way as would native
speakers of the target language.
Mastering all dimensions of a lexical item, however, is not an ‘all-or-nothing’ proposition
(Pavičić Takač, 2008). In fact, this kind of learning falls onto a continuum of several kinds of
knowledge. The vocabulary acquisition process is also complicated by the fact that learners tend
to use both receptive and productive vocabulary to negotiate the meaning of any lexical item that
they encounter. One difference between receptive and productive vocabulary is that receptive has
a larger vocabulary size than productive vocabulary.
The core distinction between native speakers and L2 learners, when it comes to
vocabulary acquisition and learning, is that L2 learners process vocabulary in an incremental
process, while native speakers tend to acquire vocabulary in a more systematic way (Pavičić
Takač, 2008; Schmitt, 2010b). Pavičić Takač highlighted the distinguishing phenomena between
L1 and L2 vocabulary acquisition:
L2 vocabulary acquisition is different from L1 vocabulary acquisition because an L2
learner has already developed conceptual and semantic systems linked to the L1. This is
why L2 acquisition, at least in its initial stages, often involves as mapping of the new
lexical form onto an already existing conceptual meaning or translational equivalent in
L1. (pp. 8–9)
Vocabulary research on both learning and acquisition have always been interconnected to
improve teaching and learning theories, to assist second language learners in developing
vocabulary knowledge, and to enhance teachers’ roles to develop and deliver good classroom
vocabulary acquisition instructional practices. However, for research in vocabulary acquisition,

11

in particular, there has not been any general agreement on a theory about this field of research
(Meara, 1980, 1983, 1997; Pavičić Takač, 2008). This lack of agreement arises, primarily,
because vocabulary learning, and acquisition are “model-free” (Pavičić Takač, 2008) and apply
to different aspects of second language learning. Another point to consider, is that the
classifications and research interest of vocabulary from a psycholinguistic perspective have paid
more attention to vocabulary development and how vocabulary acquisition happens in an L1
context. Other research on a general theory of vocabulary acquisition is based on the lexical
features of a single word’s meaning or use in the language (e.g., Carter, 1998). Clearly, though, a
‘word’ can have different definition from that found in the L2 vocabulary.
Approaches of Vocabulary Acquisition
As mentioned earlier, despite the amount of vocabulary research that has been conducted
by different theorists, linguists, psychologists of L2 acquisition, there is still no generally
accepted theory of vocabulary acquisition [nor its key factors] (Pavičić Takač, 2008, p. 4). This
disagreement within L2 vocabulary acquisition research is caused by the many discrepancies of
research interest in this field and the recognition of several factors influencing the L2 vocabulary
development process.
Gardner (2013), introduced three major approaches to vocabulary—or as he named it,
“Three Realities of Vocabulary,” which are the most recent classifications of vocabulary
acquisition research. In the first approach, Psychological Reality, a common theme is what
happens in the mind of actual learners when learning vocabulary. This asks questions about how
ELLs learn new vocabulary, and especially how those learners mentally store, remember, and
use vocabulary for more than one language. In other words, it deals with the mental process that
allows building and practicing new vocabulary, including the use of mental or cognitive
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strategies to learning vocabulary, and the limit of memory to recall and reuse vocabulary. The
second approach is Linguistic Reality, which asks what vocabulary size ELLs need to master in
order to communicate in English, and what linguistic features they must learn for each term (e.g.,
meaning, morphology, word relations, phraseology, and its usage). Also, lists of academic words
and high frequency words are part of the linguistic approach to study vocabulary. In the third
approach, Pedagogical Reality, different methods of teaching vocabulary in both formal and
informal settings are discussed, but with constant attention to how these operate pedagogically.
Enforcement of the methods of teaching vocabulary, learners’ strategies, and teachers’
recommendations to teach vocabulary are other elements of this approach. Because there is so
much research in vocabulary, these three approaches are not the only categories for what has
been researched in L2 vocabulary acquisition nor in what we now know about learning
vocabulary in another language and first language too.
For instance, Schmitt (2010b) recognized and discussed ten key issues in vocabulary
acquisition and use:
1) Vocabulary is an important component of language use.
2) A large vocabulary is required for language use.
3) Formulaic language is as important as individual words.
4) Corpus analysis is an important research tool.
5) Vocabulary knowledge is a rich and complex construct.
6) Vocabulary learning is incremental in nature.
7) Vocabulary attrition and long-term retention.
8) Vocabulary form is important.
9) Recognizing the importance of the L1 in vocabulary studies.
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10) Engagement is a critical factor in vocabulary acquisition. (p. vii)
Other studies consider and conduct vocabulary acquisition research from different
perspectives such as, but not limited to, incidental L2 vocabulary acquisition (Ellis, 1994; Gass,
1999; Laufer & Rozovski-Roitblat, 2011), age and learning strategies affecting L2 vocabulary
acquisition (Elgort & Warren, 2014), Input-based Incremental Vocabulary Instruction (Barcroft,
2012), semantic transfer and development in adult L2 vocabulary acquisition (Jiang, 2004),
vocabulary acquisition process (Barcroft, 2002, 2004, 2009).
Language Learning Strategies and VLSs
It is incontestable to discuss the research on VLSs without highlighting the emergence
and the influence of language learning strategies (LLSs) in L2 vocabulary acquisition research.
Even the research in LLSs was initially influenced by how L2 learners manage and direct their
L2 vocabulary knowledge. As it has been stated by Nation (2013) and Schmitt (1997, 2010b),
VLSs are part of general LLSs and in turn part of a broader major area, that is, learning
strategies. In addition to that, research on VLSs contributes directly and indirectly to the studies
of LLSs. More importantly, these two areas of learning/acquisition theories were even
established and emerged in the same decade in the 1980s (Kudo, 1999; Nation, 2011) and few
studies were conducted before that period. The exceptionality of these bodies of research is that
teaching and learning second language have taken a new path, which is implementing a learnercentered approach over the old traditional approaches such as the direct method, situational
language teaching, audio-lingual methods, grammar translation method, and lastly the
communicative language teaching.
Zimmerman (1997) has extensively discussed and analyzed the changing of the
theoretical priorities that changed language teaching history in which she stated that vocabulary
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acquisition and vocabulary instruction were still undervalued in second language acquisition
research and/or methodology. Moreover, research on VLSs and LLSs made a huge impact on
second language acquisition (SLA) process by focusing on how and what strategies a “good
language learner” deploys (e.g., O’Malley & Chamot, 1990; Oxford, 1990; Rubin, 1975; Stern,
1975) and uses for her/his learning habits and what characteristics that make their learning
outcomes more effective than other students. Early research of VLSs began a long time ago by E.
A. Levenston (1979) who marked the negligence of vocabulary acquisition in SLA research.
Among the most recognized VLSs that have been documented are think-aloud tasks (e.g.,
Ahmed, 1989), task-dependent strategies, dictionary use, vocabulary notetaking, rote rehearsal,
word formation, semantic networks, and planning (Gu, 2003), and general taxonomies of VLSs
(e.g., Gu & Johnson, 1996; Nation, 2001, 2013; Schmitt, 1997; Zhang & Li, 2011). However,
vocabulary knowledge requires several skills such as receptive/productive, oral/visual,
overt/covert, in context and out of context. Such complexity of vocabulary knowledge to master
new vocabulary requires also from teachers, researchers, and practitioners to provide and train
L2 learners to use VLSs for their vocabulary learning and improve second language proficiency.
This paper will highlight and discuss the emergence of both theories LLSs and VLSs in SLA,
how to teach VLSs in L2 language classrooms, and finally an introduction of my own view of a
vocabulary learning strategy approach with some suggestions, activities and recommendations.
Thus, in order to discuss these related topics, first we need to shed some light on the viewpoints
on LLSs and VLSs, in trying to understand their acceptance to SLA research.
Learning strategies and language learning strategies.
It is very common that the use of any learning strategy requires hard and rigorous mental
activities by the learners to achieve the intended goals of learning. The research on L2 learning
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strategies in the last four decades has had a goal of establishing a theory of LLSs (Oxford, 2011,
2017). Self-regulation is one of the most exciting developments in second or foreign language
learning (Oxford, 2011, p. 7). The term self-regulation in second language learning has been
named differently in several studies such as “learner-self-management” (Rubin, 2001), “learner
self-direction” (Dickinson, 1987), “self-regulated or autonomous L2 learning” (Oxford, 1999)
and Strategic Self-Regulation (S2R) Model of language learning (Oxford, 2011, p. 7). The first
advocates of learning strategies started to establish their research preferences from two broad
theories: (1) from a general linguistic view point and, (2) from a cognitive or psychological stand
point. However, they both appeared in the late 70s and early 80s to invoke a change in teaching
and learning methods in second language research. Also, they have another common ground,
which is the need to shift the teaching methods from a teacher-centered approach to a learnercentered one. Early on, it was difficult for these two bodies of research to get their findings
mingled together and reach a common ground or agreement. The most recognized research was
by Rubin (1975) and Stern (1975) who classified learning strategies based on the learning
situations of observed students. It was recognized then that language learners apply certain
[cognitive] strategies to help them learn the target language (e.g., Chamot, & O’Malley, 1987).
Following her 1975 study, Rubin (1981) classified and grouped learning strategies into two
broad categories: (1) strategies that directly affect learning, and (2) processes that indirectly
contribute to learning. Rubin subcategorized these two types into clarification/verification,
monitoring, memorization, guessing and/or deductive reasoning, and practice. After the 1980s,
advocates of language learning strategies began to step aside from the cognitive theory of
learning to describe and analyze the linguistic behaviors with the inclusion of the social/affection
process in language learning. One of the major theories in SLA that has been influenced by
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language learning strategies is the information processing framework which investigated how L2
learners store L2 language in the memory and how this information is acquired. According to
information processing theory, language learners acquire information in a four-stage process that
involves selection, acquisition, construction, and interaction.
Then came a new classification of learning strategies by Anderson (1985, 2005), who
divided learned knowledge in the memory into declarative knowledge, everything we know
about, and procedural knowledge, the things that we know how to do. Hence, both LLSs and
VLSs can be classified under these two types of learned knowledge. The distinction of several
theories concerning VLSs were not established and connected until the acceptance of the
language learning strategies in early the 1990s when advocates of the cognitive theory of
learning started to recognize and realize what learners do in order to make their learning
manageable and effective for their second language learning (e.g., Cohen, 1996; Nation, 1990;
O’Malley & Chamot, 1990; Oxford, 1990; Pavičić Takač, 2008; Schmitt, 1997). For instance,
most of the learning skills that learners used were memory related strategies “for remembering
and retrieving new information, cognitive strategies for understanding and producing the
language, and compensation strategies for using the language despite knowledge gap” (Oxford,
1990, p. 14). The most recognizable books in LLSs were Language Learning Strategies: What
every teacher should know by R. L. Oxford (1990), Learning Strategies in Second Language
Acquisition by O’Malley and Chamot (1990), and Language learning: Insights for learners,
teachers and researchers by Cohen (1990). Among all these publications, Oxford’s taxonomy
included the most detailed features on LLSs. She classified strategies into six subcategories
branching out from two major learning strategies; direct and indirect. In this specific volume,
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Oxford highlighted the importance of LLSs for teachers and students in the second and/or
foreign classroom.
The recent update that we know now about LLSs theory is the work by Oxford (2011,
2017) in which she emphasizes self-regulation in learning under the S2R Model. Self-regulation
in learning is defined as follows:
[that which] comprises such processes as setting goals for learning, attending to and
concentrating on instruction, using effective strategies to organize, code, and rehearse
information to be remembered, establishing a productive work environment, using
resources effectively, monitoring performance, managing time effectively, seeking
assistance when needed, holding positive beliefs about one’s capabilities, the value of
learning, the factors influencing learning, and the anticipated outcomes of actions, and
experiencing pride and satisfaction with one’s efforts. (Dale H. Schunk & Peggy A.
Ertmer, 2000, p. 631; as cited in Oxford, 2011, p. 11)
Vocabulary Learning Strategy Research
One of the key aspects to learning a language is building good vocabulary knowledge.
However, building vocabulary has proved to be as hard a process (Carter, 1998) as developing
the language itself “in the long term” (Nation, 2013). Language learners have reported successful
growth of their language learning by using VLSs (Gu, 2003, 2017; Kojic-Sabo & Lightbown,
1999; Nation, 2013; Schmitt, 2010b). One of the fundamental connecting threads between
building vocabulary knowledge and developing the second language is the use of vocabulary
learning strategies.
Lexicographical studies started in the 1980s (e.g., Simpson, Nist, & Kirby,1987),
reflected the perceived need for more accurate language description, and marked a turning point
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for communicative syllabus design and language teaching methods (Schmitt, & McCarthy, 1997;
Zimmerman, 1997). The introduction of VLSs in second-language acquisition was an initial
effort to broaden the research in the lexical acquisition context, and more importantly to develop
teaching methods of the second language. Early efforts of research into VLSs were outspread
from two directions of research. Firstly, research of general language learning strategies pointed
out that most learners who use learning strategies are in fact using VLSs (e.g., memory strategies
in Oxford’s classification, 1990) which maybe used in learning vocabulary. Secondly, research
moved towards exploring the effectiveness of individual strategy application in vocabulary
learning (Pavičić Takač, 2008, p. 58). Additionally, VLSs as a subfield of applied linguistic
research, has been influenced by criticism toward the lack of research in lexical acquisition in the
early 1980s (Carter, 1998; Meara, 1980), but it is no longer a neglected area of research (Schmitt,
2010b). Schmitt (1997) stated that language strategy research started as early as the 1970s due to
a call for action to step away from the old “predominantly teaching-oriented perspective” to
more of an exploratory approach into how the learners’ actions in the classroom affect their
language acquisition. The huge influence of language learning strategies research was seemingly
obvious in second-language acquisition. Recognizing the works of learning strategies was mainly
inspired by two interrelated disciplines: cognitive psychology and second-language acquisition.
This study’s focus will be on the latter to discuss the research overview on VLSs.
Researchers have recently agreed that studies on VLSs have gained incessant attention
from teachers and students (Gu, 2005, 2010; Pavičić Takač, 2008). Most studies of VLSs began
by building taxonomies (e.g., Gu, 2013; Gu & Johnson, 1996; Nation, 2001, 2013; Schmitt,
1997; Stoffer, 1995) to understand and record learners’ strategy use (taxonomies of VLSs will be
discussed in a separate section).
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Moreover, the initial attempts to develop VLSs divided the strategies into different
learning categories such as cognitive, metacognitive, social, affective, dictionary use (Carter,
1998; Scholfield, 1982), and determination strategies (e.g., Gu & Johnson, 1996; Schmitt, 1997;
Stoffer, 1995; Zhang & Li, 2011). Tseng, Dörnyei, and Schmitt (2006) argued that strategic
learning, of which they included motivation to use VLSs, is the most effective factor to empower
language learners during the learning process. The topic of VLSs covers interrelated issues and
areas of research including language learning strategies (e.g., Cohen, 1990; Oxford, 1990, 2011,
2017), vocabulary instruction (Hedge, 2000; Thornbury, 2002) and teaching (Carter &
McCarthy, 1988; Nattinger, 1988), incidental and intentional vocabulary learning (Gu, 2005;
Huckin & Coady, 1999; Nation, 2013; Nation & Webb, 2011), academic vocabulary (Coxhead,
1998, 2000; Hyland & Tse, 2007), vocabulary size, vocabulary size tests (VSTs), text coverage
(Laufer & Ravenhorst-Kalovski, 2010; Nation & Beglar, 2007; Nation & Waring, 1997),
receptive and productive vocabulary (Goulden, Nation, & Read, 1990), and word lists. Other
related interdisciplinary lexical fields include psycholinguistics/neurolinguistics and
computerized simulation vocabulary learning and processing. (for more details see section on
VLS research methods). Besides these issues, we also need to look at learners’ language
proficiency and both teachers’ and learners’ training on VLSs to determine which are the most
used and most effective. This study will look at and discuss an overview of the literature of
VLSs, VLS research methods, vocabulary size, text coverage and word lists, taxonomies of
VLSs, and autonomous vocabulary learning. Thus, building on these frameworks, my research
will develop a thesis based on previous work that has attempted to support vocabulary learning
in the EFL/ESL classroom context.
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Vocabulary Knowledge.
Measuring the depth and/or breadth of knowledge grew substantially “in the literature on
second language vocabulary assessment, but it has been used by various authors in rather
different ways” (Read, 2004, p. 209). The contemporary thriving in L2 vocabulary studies has
created a need for various measures of lexical knowledge and ability. For instance, Read
considered three major approaches of vocabulary knowledge: precision of meaning,
comprehensive word knowledge, and network knowledge. While in some other studies,
vocabulary knowledge can be outlined in a three-dimensional approach, and that is “vocabulary
size, organization and accessibility” (Meara, 1996; Meara & Miralpeix, 2017, p. xi). However,
the vocabulary or lexical knowledge can be unfolding in two aspects to investigate how much or
how well vocabulary knowledge L2 learners know. These two aspects of vocabulary knowledge
are called (a) breadth, and (b) depth. The breadth of vocabulary knowledge is how much lexical
knowledge a L2 learner knows, i.e., the vocabulary size of the L2 learners in English language
(Anderson & Freebody, 1981; Nassaji, 2006; Nation, 2001). While the depth of vocabulary
knowledge is always refers to “the quality of lexical knowledge, or how well the learner knows a
word” (Meara, 1996; Read, 2000 as cited in Nassaji, 2006, p. 390). Different studies focus on
one or both of the vocabulary knowledge aspects among second language learners. Also,
different vocabulary tests (e.g., Vocabulary Size Test and Vocabulary Level Test; see
instruments section for more details) measure certain lexical knowledge either receptive
vocabulary (breadth lexical knowledge) or productive vocabulary (depth or output vocabulary
knowledge). Gairns and Redman (1986) have defined these dichotomies of vocabulary
knowledge:
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We understand ‘receptive’ vocabulary to mean language items which can only be
recognized and comprehend in the context of reading and listening material, and
‘productive’ vocabulary to be language items which the learner can recall and use
appropriately in speech and writing. (these terms are often called ‘passive’ and ‘active’
vocabulary.). (pp. 64–65)
This study will consider only and focus on the breadth of vocabulary knowledge before
and after the VLSs intervention to investigate the effectiveness of certain VLS processes on L2
learners’ vocabulary growth (see data collection section for more details).
Vocabulary Learning Strategies
Early studies on the area of language strategies began in earnest in the 1970s as part of
the movement away from a predominantly teaching-oriented perspective to one that considered
how the actions of learners might affect their acquisition of language (Schmitt, 1997, p. 199).
This shift in language learning research prophesized the emergence of VLSs at a time when
learners’ cognitive and social actions in learning a second language influenced the research in
applied linguistics. VLSs have become one of the most intriguing areas of research in the last
two decades (Carvalho, 2013; Gu, 2005, 2010; Pavičić Takač, 2008). However, empirical
research into VLSs remains a rarity (Gu, 2005).
The term strategy was introduced and originally used in the military (Oxford, 1990) to
refer to carefully designed plans for military operations (Gu, 2005, p. 1). In the context of
language learning, strategy refers to a set of deliberate plans and operations a learner employs to
facilitate the learning process and to boost learning results (p. 2). Learning a new lexical item in
a second or even first language requires a complex process of mastering vocabulary knowledge.
Such complexity includes aspects of vocabulary knowledge such as the form–meaning link, the
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phonological system of the word, word context, and knowledge of a word and its relationship to
other words. Early attempts to study VLSs were led by an interest in how individual learners
strategize and control their own learning and use of language (Schmitt, 1997, 2010b; Tseng et
al., 2006). In addition, Nation (2013) stated that most findings of VLS research concurred with
more general language learning strategy use.
A few early studies on VLSs in second-language acquisition research were conducted
starting in the 1980s. For example, Cohen and Aphek (1981) found that most second-language
learners try to memorize new words. In Ahmed’s study (1989), learners reported using notetaking of new vocabulary and/or note-writing in the margins of their book. In a correlating study
by Dreyer and Brits (1994), the keyword-semantic strategy (i.e., “making an arrangement of
words into a picture, which has the key concept at the center or at the top, and relating the words
with the key concept by means of lines or arrows” (Oxford, 1990, p. 41) was statistically and
significantly more favored and used by ESL learners than the keyword method. The keyword
method links foreign words with English words that sound like a part of the foreign word (e.g.,
the Spanish carta sounds like the English cart). This (cart) is the keyword. Furthermore, other
VLSs like the keyword method also received a great deal of attention (Pressley, Levin, Kuiper,
Bryant, & Michene, 1982; Pressley, Levin, & Miller, 1982).
Among the VLSs researched, guessing from context was exceptionally popular (e.g.,
Nassaji, 2003; Nation, 1990, 2001, 2013). Learning new vocabulary from context or inferring
from context was often used to improve reading comprehension of the new text. The common
argument in studies concerned with incidental vocabulary learning (contextual guessing
techniques) came from Krashen’s (1989) view, which concluded that incidental vocabulary or
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“acquisition” achieves better results than intentional vocabulary learning (Gu, 2005, p. 49).
Nation and Webb (2011), supported vocabulary learning meaning-focused:
It is thus important that the potential of vocabulary learning through meaning-focused
input is well understood and that there is a good understanding of the conditions that
favor or hinder such learning. [...] Such research provides evidence that could be used to
support the advocacy of extensive reading programs. Research on vocabulary learning
through reading can thus have very direct effects on classroom practices and the design of
language courses. (p. 95)
However, learners use different methods and strategies to learn new vocabulary, and
learners also differ in the frequency and consistency of their use of VLSs. Kudo (1999), in a
similar study context to Schmitt (1997), found that the use of VLSs decreases over time, and
older students may use less-popular strategies than those used by younger learners. Gu (2005)
stated that this particular scope of research on the change of VLSs over time has not been
researched enough, and there is still no conclusion to be made. Schmitt (1997) reported an
important finding concerning this change of VLSs over time, commenting:
It may well be that some learning strategies are more beneficial at certain ages than
others, and that learners naturally mature into using different strategies. If this is true,
then we must take our learners’ cognitive maturity and language proficiency into account
when recommending strategies. (p. 226)
Vocabulary learning strategy types.
Different learners use different strategies depending on several learning factors such as
the use of new technology, access to rich new texts, the education system, learners’ language
motivation, and individual differences among all second-language learners (for more details on
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individual differences among learners in second-language acquisition see Dörnyei, 2005). Gu
(2003, 2005) specified that the choice, use, and effectiveness of VLSs depend on the task, the
learners, and the learning context. This section will provide some common VLS types and their
commonality based on the literature review. This section completes the picture of the VLSs that
are most used and researched in second-language acquisition and provides a summary
specification of each strategy.
Schmitt (2010b) provided comprehensive statistics of the top 10 VLSs and the frequency
of use for the most well-known strategies based on two major studies by Gu and Johnson (1996)
and Schmitt (1997). The following tables describe these strategies in detail including their rankbased results.
Table 1
Mean Scores in Frequency of Use by Nine Categories
Category

Ma

Guessing
3.54
Knowing wordsb
3.51
c
Analysis
3.25
Dictionary
3.22
d
Sources
3.07
Repetitionc
3.04
c
Grouping
2.54
Associationc
2.51
Managemente
2.51
a
1 = never use, 5 = very often use.
b
Using known words as part of learning, e.g., revisiting recently learned
words.
c
Different strategies for establishing meaning.
d
Replaces the social/affective category.
e
Metacognitive strategies.
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Table 2
Top 10 Vocabulary Strategies of L2 English Learners
Gu and Johnson (1996)

Ma

1.Beliefs: Learn vocabulary and put it to use
2.Dictionaries: Use for comprehension
3.Beliefs: Acquire vocabulary in context
4.Dictionaries: Use extended dictionary strategies
5.Guessing strategies: Use wider context
6.Metacognitive: Self initiation
7.Dictionaries: Looking up strategies
8.Guessing strategies: Use immediate context
9.Note taking strategies: Usage-oriented note taking
10.Metacognitive: Selective attention
Schmitt (1997)

5.74
4.97
4.94
4.82
4.60
4.58
4.55
4.47
4.27
4.23
%b

1.Bilingual dictionary
2.Verbal repetition
3.Writing repetition
4.Study the spelling
5.Guess from textual context
6.Ask classmates for meaning
7.Say new word aloud when studying
8.Take notes in class
9.Study the sound of a word
10.Word lists
a
1 = the strategy/belief was extremely unlikely to be used/believed.
7 = the strategy/belief was extremely likely to be used/believed.
b
percentage of respondents reporting that they used the strategy.
Adapted from Schmitt (2010b, pp. 90–91).

85
76
76
74
74
73
69
64
60
54

Each of the above-mentioned VLSs in the tables was tested and observed using different
research measurements. Time of exposure to the new vocabulary was also considered to
determine how many exposures are needed to learn a word. Nation (1990) claimed that,
typically, 5–16 exposures are needed to master a new word from context. Another set of
common VLS types includes incidental and intentional vocabulary learning: learners rely on
written text in incidental learning, whereas in intentional vocabulary learning, learners seek extra
strategies or techniques for vocabulary retention (Barcroft, 2009; Huckin & Coady, 1999).
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However, each study that reported the use of VLSs by second-language learners remains
culturally, socially, and significantly different in the context, task, learner, and strategies used.
For instance, some studies focus on the effect of mnemonic VLSs and L2 picture association, or
intentional learning of new words on lists (Barcroft, 2009; Ellis & Beaton, 1995).
Although the above-mentioned literature on VLS studies have accounted for advanced
knowledge of our understanding of the learners’ vocabulary learning strategies used, we still
need to think in a micro level of the learners-strategic performances and processes during the
intentional vocabulary learning to (1) determine the most effective, used and frequent VLSs, (2)
investigate how many VLSs involved in each intentional vocabulary learning, (3) study what and
how L2 learners process these VLSs, and (4) scrutinize closely what are the sequences or the
order of VLSs that they deploy when encountering new words. Such information about VLSs
habits will lead this study and further research to better teaching and learning methodologies in
second language acquisition research and more importantly bring the learners’ awareness of
these intentional sequential VLS processes.
Vocabulary Size, Text Coverage, and Word Lists
Vocabulary Size.
Measuring vocabulary size has gained an interest and attention in research (Nation &
Webb, 2011). While this research interest may fall in different areas of the lexicography studies,
“vocabulary size has been linked to intelligence, and another is that [it] is clearly a major
determinant of successful language use. The larger the vocabulary size [someone] has, the more
likely [he/she is] to be able to use the language well” (p. 195). Meara (1996) stated the
importance of vocabulary size for the development of L2 proficiency as follows:
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All other things being equal, learners with big vocabularies are more proficient in a wide
range of language skills than learners with smaller vocabularies, and there is some
evidence to support the view that vocabulary skills make a significant contribution to
almost all aspect of L2 proficiency. (p. 37)
Additionally, there are three major approaches to vocabulary size research as marked by
Nation and Webb (2011). First of these approaches is when counting the words that someone
produces; second is counting the number of words in a dictionary and testing what proportion of
these [words] are known; and third is sampling from various frequency levels and testing to
estimate the of vocabulary known at each level (p. 196). Thus, this study is concerned with the
third approach of measuring the vocabulary size of English language learners.
One of the critical issues in covering the discussions about vocabulary size and how we
should measure it, is the differences of vocabulary threshold between native speakers and nonnative speakers of English. For instance, it is known, from recent and updated data, that native
speakers’ receptive vocabulary knowledge [appears] to grow at the rate of around 1,000 word
families [annually] up to the age of around 20 (Nation & Webb, 2011, p. 196). However, there
are even great amounts of discrepancies of vocabulary size in-take and growth among each group
of L1 and L2 language learners. Moreover, the vocabulary size growth rate of non-native
speakers attending school in an English-medium environment seems to grow at about the same
rate as that of native speakers (Nation & Webb, 2011, p. 196).
Different studies have been conducted to find out the lexical threshold needed to cover
95–98% of the reading text in English. Before I detail statistical calculations of the number of
words needed by second-language learners to comprehend or produce written text in English, it
is important to dive into the initial questions that led to the great body of vocabulary studies in
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second-language acquisition (SLA). I. S. P. Nation (1990) and P. Nation and Waring (1997)
discussed and researched some basic questions about vocabulary size. For example, they
researched how many words a second-language learner needs and how many words there are in
English. These questions influenced most studies on vocabulary learning and provided data
about lexical acquisition in L2. I. S. P. Nation (2005) provided an inclusive update on the
frequency distribution of vocabulary and the percentage frequency of a word appearing in a
written text. He gave an estimate and typical frequency measurements of the most highfrequency words that appear more than others as shown in the following examples.
•

The most-frequent word in a text, usually the, will account for about 6–7% of the
running words in the text.

•

The 10 most-frequent words will account for about 25% of the running words in a
text.

•

The 100 most-frequent words will account for about 50% of the running words in a
text.

•

The 1,000 most-frequent words will account for at least 70–80% of the running words
in a text. (Nation, 2005, p. 581)

However, for a vocabulary size larger than the 1,000 most frequent words, secondlanguage learners may have better text coverage and be more familiar with the newer text in
English. The following table illustrates how much vocabulary in a written text can comprise a
percentage text coverage in a corpus study called the Brown Corpus. It is still the most wellknown diverse corpus of over 1,000,000 running words made up of 500 texts, each comprising
around 2,000 running words (Nation & Waring, 1997, p. 9).
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Table 3
Vocabulary Size and Text Coverage in the Brown Corpus

Adapted from “Frequency Analysis of English Usage,” by Francis and Kucera (1982).
In an updated study of lexical threshold, Nation (2006) made a conclusion estimation
from the 14 word-family lists.1 He developed these lists from the British National Corpus (BNC)
to determine what vocabulary size is required to reach a 98% coverage level of both written and
spoken texts.
Table 4
Typical Coverage and Range of Coverage of a Series of Word Levels
Approximate written
Approximate spoken
Levels
Number of levels
coverage (%)
coverage (%)
1st 1,000

1

78–81

81–84

2nd 1,000

1

8–9

5–6

3rd 1,000
4th–5th 1,000

1
2

3–5
3

2–3
1.5–3

6th–9th 1,000

4

2

0.75–1

<1
2–4
1–3

0.5
1–1.5
1

10th–14th 1,000
5
Proper nouns
1
Not in the lists
1
(Nation, 2006, p. 79).

1

The 1,000 word-family lists were made from a list of lemmas from the BNC. The range,
frequency, and dispersion data that were used to divide the words into lists is thus based on
lemmas and not on word-families (Nation, 2006).
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Each level of the 14-word list contains 1,000 word families. Similarly, each level of the
word-family is responsible for approximate coverage of the written and spoken text. Table 4
presents Nation’s latest findings.
Nation (2006) made a conclusive estimate of the required number of words to cover 98%
of a text in novels and newspapers, which was then agreed on by researchers such as Laufer and
Ravenhorst-Kalovski (2010). In Beglar’s study (2010), a VST measured the written receptive
vocabulary size of 19 native speakers of English and 178 native speakers of Japanese who
participated in the study. This study confirmed evidence for a 140-item form of the VST, which
was designed to measure written receptive knowledge of the first 14,000 words of English.
Another means of estimating how many words a learner needs to be able to use another
language is the word frequency list. According to Nation (2013), the vocabulary threshold is
divided into three distinct groups according to their level of frequency in the word families: (a)
high-frequency lists, (b) mid-frequency lists, and (c) low-frequency lists. Basically, highfrequency lists contain 2,000 word families and comprise 90% text coverage; mid-frequency
vocabulary comprises 7,000 word families with 9% text coverage; and lastly, low-frequency
vocabulary covers 1% of text with around 5,000 word families. The frequency-based word lists
should assist and direct teachers and L2 learners to set their vocabulary learning goals and
recognize the actual vocabulary level a student might need to reach. Some studies have reported
a correlation between VLS use and vocabulary size growth (e.g., Waldvogel, 2013).
In summary, previous studies have recommended mastering the 2,000 word families from
the high-frequency lists and almost half of the mid-frequency lists, which are collectively
responsible for 95–98% text coverage. According to Schmitt (2007):
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Most research indicates that knowledge of the most frequent 5,000 word families should
provide enough vocabulary to enable learners to read authentic texts. Of course, many
words will still be unknown, but this level of knowledge should allow learners to infer the
meaning of many of the novel words from context and to understand most of the
communicative content of the text. (p. 746)
While these word lists and text coverage percentage estimates may help second-language
learners comprehend a larger text, specialized vocabulary such as academic words are also
crucial for SLA. Furthermore, justifications of the VST were accounted for and a conclusion
made on how much vocabulary is needed to cover 95% of text or more (Nation & Beglar, 2007).
A final note on what and why vocabulary size is crucial is that “as a result [of many studies],
vocabulary size is a key indicator of lexical ability” (Tseng & Schmitt, 2008, p. 366).
Academic Vocabulary
Due to the complexity of vocabulary use in both written and spoken contexts, different
specialized vocabulary lists have been created. For instance, the first attempts to discuss
academic vocabulary acquisition were done by Flood and West (1950) who posed the following
question: “How many words are needed to explain everything in science to someone who has
little or no training in science?” (as cited in Nation, 2013, p. 289). In their study, they compiled a
dictionary for readers of popular academic words, which included 1490 words. Another more
recent well-known criterion for the most frequently occurring vocabulary in English is the
Academic Word List (AWL; Coxhead, 2000), which is a very meaningful list of words for those
who intend to use English for academic purposes. Coxhead developed the AWL from 570
headwords that contain the most frequent academic words used in academic English text. This
academic list replaced The University Word List. The AWL collection was carefully selected by
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examining a large corpus of written academic text (around 3.5 million running words). It is based
on four principles in which the academic words occurred:
(i) In texts from all four academic faculty sections: Arts, Commerce, Law and Science.
(ii) Over 100 times in the corpus overall.
(iii)At least 10 times in each academic faculty section.
(iv) Outside the 2,000 most frequent words on Michael West’s General Service List (GSL).
The GSL includes everyday words such as I, house, and do (Coxhead, 2000, p. 1).
Thus, learning vocabulary may require comprehensive and deliberate work, especially for
the specialized vocabulary. Supporting this view of encouraging second language learners to
know more academic vocabulary, Nation (2013) argued, “academic vocabulary is very important
because it is common to a wide range of texts, accounts for a substantial number of words in
academic texts, is different than technical vocabulary, and is very useful for language teachers to
assist learners with” (p. 291).
Vocabulary Learning Strategy Research Methods
Empirical research on vocabulary learning began to answer some of the major critical
questions like “What can the ‘good language learner’ teach us?” (Rubin, 1975) and “What can
we learn from the ‘good language learner’?” (Stern, 1975, as cited in Gu, 2005, p. 31). These
empirical research questions were meant to engage general research on language learning
strategies that learners utilize for their learning; however, vocabulary learning was among the
most prevalent linguistic aspects that learners give attention to while learning the target language
(Gu, 2005). In terms of vocabulary, learners may differ in how they master new vocabulary and
that may influence which strategies they choose. Hence, vocabulary knowledge (both
orthographic and phonological form), including form-meaning link, “knowing” a word and its
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relationship with other words, and “using” the word automatically in both receptive and
productive terms (Gu, 2005, p. 3) may require extra tactics and strategies to master them. The
complexity of the vocabulary research phenomena has led to extra bodies of works being
conducted comparing the retention effects of different vocabulary presentations strategies. The
extensive research covered vocabulary theories (e.g., Carter, 1998; McCarthey, 1994; Nation,
1990), lexical research in second language (e.g., Gass, 1989; McCarthey, 1994; Meara, 1989)
and practical tips (e.g., Gairns & Redman, 1989; McCarthey & O’Dell, 1994; Peregoy & Boyle,
2013). Gu (2005) indicated that in the last few decades, applied linguists (e.g., Meara, 1996;
Nation, 1990; Schmitt, 1997) have come to realize that the vocabulary construct is multifaceted
and contains much more than a simple configuration of form and meaning (p. 3).
As well, basic and early studies on VLSs were done quantitatively. Noticeably, those
VLS research studies were exploratory studies to investigate how L2 learners strategize for their
vocabulary learning (e.g., Gu & Johnson, 1996; Kulikova, 2015; Nation, 2001; Schmitt, 1997;
Stoffer, 1995; Zhang & Li, 2011). The research methods used to investigate VLSs were mostly
done by collecting data by eliciting learners to respond to questionnaires. Furthermore, research
methods in VLSs followed the same course of development, either as part of general learning
strategies or as their specialized subgroup (Pavičić Takač, 2008). A list of research methods used
to study VLSs usually included classroom observation, analysis of video and audio recording,
verbal learning, and teacher reports with the use of learners’ diaries followed by interviews.
More recently, researchers use questionnaires, retrospective self-observation and computers to
evaluate the learning strategy. These research methods diverge into two distinct types: (a) direct,
and (b) indirect methods (McDonough, 1995, as cited in Pavičić Takač, 2008). As part of the
indirect method, researchers might use, for instance, a questionnaire or discourse analysis to
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collect the data in which learners decide on the extent of their agreement with a statement
developed by the researcher. Whereas, direct methods (e.g., diary, interview) require learners to
report on what they do when carrying out a language task (Pavičić Takač, 2008, p. 83).
Although the previous literature generally investigated vocabulary acquisition, VLSs
research has become very popular among linguists, language teachers, and students (Gu, 2005,
2010). Hence, the questions that remain are as follows: How should we research VLSs? And
what measurement(s) could be used to determine students’ inner-ability or self-regulation
strategies they use? Or what type of VLSs should learners use? Besides these questions, VLS
advocates have begun to measure how much vocabulary a second-language learner should know
(e.g., Laufer & I. S. P. Nation, 1999; I. S. P. Nation, 1990, 2001, 2013; P. Nation & Waring,
1997). Gu (2010) provided a widespread overview of the updates of the most recent studies on
VLSs stating, “...two types of learning outcome measures have been used: language proficiency
and vocabulary. Those who use the general language proficiency measure tend to find positive
and significant correlations between VLSs and language proficiency” (p. 105). Thus, measuring
VLSs tends to be a very significant in terms of SLA research.
Several studies have been reported to support VLSs as a whole. For instance, Mizumoto
and Takeuchi (2008) investigated the effect of VLSs on TOEIC performance among a group of
Japanese students and found that, among a group of variables, “vocabulary learning strategies as
a whole had the greatest influence on TOEIC scores” (as cited in Gu, 2010, p. 105). Other
studies reported VLSs findings based on vocabulary size measure (e.g., Gu & Johnson, 1996;
Laufer & I. S. P. Nation, 1999; P. Nation & Newton, 1997).
It is crucial to note first that VLS research was an accumulative effort of the preliminary
studies conducted in language learning strategies; however, Pavičić Takač (2008) stated that it
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has been taken from the cognitive theory of learning. It is crucial too to note that VLSs intersect
with multidisciplinary research frameworks due to the “free model” structure of the research
concept. Pavičić Takač found that early studies on VLSs became popular due to two distinct
theories: linguistics and psychological aspects. The most recent research so far has demonstrated
a meaningful relationship between VLSs and learning results, either through a correlational
approach (e.g., Fan, 2003; Gu & Johnson, 1996; Kojic-Sabo & Lightbown, 1999) or by
establishing strategy similarities and differences among learners with different degrees of
success (Gu, 1994, 2003; Moir & Nation, 2002). Looking at these results together, we can
examine students’ self-regulation approaches in regard to being autonomous learners in language
learning.
Researching vocabulary is a very complex study to conduct and measure, and “any single
measure of it will give only a very minimal impression of the overall lexical knowledge
constellation” (Schmitt, 2010b, p. 152). Although quantitative research was predominantly used
in VLSs research, Schmitt argued for and recommended the use of different measurements to
triangulate the research results and reach more robust conclusions. He suggested too that, for
instance, interview results may supply and confirm students’ self-reported data on the vocabulary
level test, which would help researchers collect accurate data about their participants. The need
to use multiple measurements and methods in vocabulary research takes on several aspects
according to Schmitt. The first aspect refers to describing vocabulary knowledge from a
receptive/productive mastery. In this respect, some studies may gather data from one area of
lexical knowledge, but not another, and this can lead to a generalization of findings. Meara
(1996) warns of making [such] generalizations about lexical items being “learned” on the basis
of only receptive multiple-choice tests, as is very often the case in vocabulary studies. However,
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studies on learning strategies may involve unobservable behavior such as students working on
their cognitive strategies, and these are too complex to be measured or verbalized.
The most current reliable vocabulary tests available are Vocabulary Size Test which
“made its first appearance in Appendix 2 of Focus on Vocabulary (Nation & Gu, 2007) and
Appendix 4 of Teaching Vocabulary (Nation, 2008, as cited in Schmitt, 2010b, p. 198). The
second test is Vocabulary Level Test which was developed by N. Schmitt, D. Schmitt, and
Clapham (2001). These two tests are the most reliable and valid vocabulary tests that are
available (Nation, 2013; Read, 2012; Schmitt, 2010b). Therefore, vocabulary researchers should
be very competent and skillful at choosing and designing measurement instruments to accurately
describe the aspect of vocabulary being used (Schmitt, 2010b, p. 173). Also, Meara and
Miralpeix (2017) introduced new and very comprehensive collections of tools for researching
vocabulary, which include most recent computer programs that have been developed to measure
and model vocabulary knowledge.
Another issue concerning research in VLSs is getting the participants’ involvement and
cooperation in the study. Schmitt (2010b) addressed this issue particularly for studies that require
a big population and/or for longitudinal projects. Meara (1996) recommended that lexical
researchers need to carefully consider the number of subjects for a study, ensuring it’s enough to
iron out the variation due to individual differences (as cited in Schmitt, 2010b, p. 150). Language
proficiency is also another issue that requires researchers to highly consider what determines the
degree of which learners can benefit from any language learning tasks or tests.
Vocabulary research has also expanded its area of research through computer simulation
processing as lexical data often represent too much complexity for the human mind. Many
advocates of lexical research favor the computerized simulation of vocabulary learning and
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processing (e.g., DEVLEX model; Meara, 2006), which focuses on the mental lexicon activities
and word networks in the mind (as cited in Schmitt, 2010b). These theories of research in
vocabulary learning observed also whether individual lexical items are retained or forgotten
(e.g., Meara, 2004, as cited in Schmitt, 2010b, p. 103).
Some current theories on vocabulary research include psycholinguistic/neurolinguistic
research, which uses a well-known neurological technique called Functional Magnetic
Resonance Imaging (fMRI) that detects the speed and the visual concept of the lexical items in
the brain. For instance, a recent study by Sahin, Pinker, Cash, Schomer, and Halgren (2009) on
the Sequential Processing of Lexical, Grammatical, and Phonological Information Within
Broca’s Area showed that lexical activity in Broca’s area (located in the left hemisphere of the
brain) took ~200 ms, compared to ~320 ms for grammatical activity, and ~450 ms for the
phonological sort. All of this was determined by the same participants processing nouns and
verbs as a task during fMRI scanning. The findings of this study expressed that linguistic forms
are processed sequentially and predicted in computational grounds that have been implemented
“in the brain in fine-grained spatiotemporally patterned activity” (Sahin et al., 2009, p. 445).
However, with the advancement of these research theories in lexical studies, Schmitt
(2010b) argued that there is currently no overall theory of vocabulary acquisition due to the
complexity of vocabulary knowledge, the large number of lexical items that have to be learned,
and the diversity of those items (p. 97). In addition to that, Tseng and Schmitt (2008) and N.
Schmitt (personal communication, March 22, 2017) refer to vocabulary theory as a model called
Structural Equation Modelling (SEM). Hence, researching vocabulary is still a young field in
applied linguistics, and especially in VLSs. Gu (2010) made considerable progress in VLS
research in which he reported: “Besides the lack of knowledge about productive vocabulary
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learning strategies, very little is known about the change of VLS over time; nor do we know
much about the effect of this change on the development of vocabulary along both passive and
active dimensions” (p. 106).
Vocabulary Learning Strategy Taxonomies
From the SLA perspective, the study of VLSs has been seen and researched in two facets:
(a) of mental activities by L2 learners, and (b) of social and interactional forms in which L2
learners practice their ability to study new words (Kudo, 1999). After shifting the focus from the
teaching-oriented era to introducing the learners' behavioral strategy to learn language in the late
1970s, several studies concerned with how a learner maintains and controls language learning
then cascaded to open the research theories and practices in favor of VLS. These changes led to
some attempts to create VLS taxonomies as part of research into learners’ strategy use.
Among the first of these taxonomies was Schmitt’s (1997), which was organized around
Oxford’s (1990) social, memory, cognitive, and metacognitive categories (Nation, 2013). The
following sets of VLSs categories are from Schmitt’s study.
Strategies for the discovery of a new word’s meaning
Determination strategies
- Analyze part of speech;
- Analyze affixes and roots;
- Analyze any available pictures or gestures;
- Guess meaning from textual context;
- Use a dictionary (bilingual or monolingual)
Social strategies
- Ask teacher for a synonym, paraphrase, or L1 translation of new word;
- Ask classmate for meaning
Strategies for consolidating a word once it has been encountered
Social strategies
- Study and practice meaning in a group;
- Interact with native speaker
Memory strategies
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- Connect word to a previous personal experience;
- Associate the word with its coordinates;
- Connect the word in its synonyms and antonyms;
- Image word’s meaning;
- Group words together to study them;
- Study the spelling of a word;
- Say new word aloud when studying;
- Use physical action when learning a word
Cognitive strategies
- Verbal repetition;
- Written repetition;
- Word lists;
- Put English labels on physical objects;
- Keep a vocabulary notebook
Metacognitive strategies
- Use English-language media (songs, movies, newscasts, etc.);
- Test oneself with word tests;
- Skip or pass new word;
- Continue to study word over time.

Also, Nation (2001) developed a taxonomy of VLSs by categorizing learning strategies
into Planning, Sources, and Processes. In the first category, L2 learners must plan ahead for their
vocabulary learning. After planning for vocabulary learning, L2 learners can explore the sources
of the new words, which is how and where to find information about the new words. The third
strategy, process, is the stage to establish vocabulary knowledge based on the previous two
strategies (as cited in Alharbi, 2015, p. 503).
Gu and Johnson’s study (1996) categorized VLSs into eight different types, including
beliefs about vocabulary learning, metacognitive regulation, guessing strategies, dictionary
strategies, note-taking strategies, rehearsal strategies, encoding strategies, and activation
strategies. However, Stoffer (1995) categorizes VLSs into nine different strategies. She included
some psychological strategies that students may exhibit such as overcoming anxiety strategies
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and physical action. In Stoffer’s study (as cited in Kudo, 1999; Pavičić Takač, 2008; Schmitt,
1997) study, there were over 700 participants who responded to Vocabulary Strategy Inventory
or VOLSI questionnaire with 53 individual strategies managed around the following nine
categories:
1. Strategies involving authentic language use,
2. Strategies involving creative activities strategies,
3. Strategies used for self-motivation,
4. Strategies used to create mental linkages,
5. Memory strategies,
6. Visual/auditory strategies,
7. Strategies involving physical action,
8. Strategies used to overcome anxiety and
9. Strategies used to organize words.

Another taxonomy of VLSs was proposed by Ma (2009) as an alternative processoriented approach. In her study, Ma classified vocabulary acquisition stages as follows:
1. A new word is encountered through different contexts
2. The meaning of the word is found out
3. Various aspects of the meaning and form of the word are studied
4. The information about the word is recorded or organized
5. The word is memorized with the help of some strategies
6. The word is reviewed to ensure retention
7. When the word is met again, it is retrieved
8. The word is used to consolidate its acquisition. (p. 164)
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Finally, in a recent study conducted by Zhang and Li (2011) factor analysis was used to
arrive at a six-part classification of vocabulary strategies, each of which falls into one or more of
the following categories- cognitive, metacognitive, and affective categories.
Autonomous Vocabulary Learning
A major fundamental aspect of vocabulary learning is that it requires learners to be
autonomous and take control of their learning during every step of the way. No matter what the
teacher does or what the course book presents, ultimately the learner does the learning (Nation,
1998, p. 9). Being an autonomous learner means that the learner will need to apply a set of tasks,
strategies, activities, and more to master the new lexical items efficiently. However, learners may
vary in their ability to achieve their vocabulary learning goals according to their language
motivation (e.g., Dörnyei, 2005; Tseng et al., 2006), vocabulary task and level, learning and
teaching context, and rich access to new text and materials. Nation (2013) has classified
vocabulary learning autonomy into eight sets of principles. Each one of these principles was
organized around and based on the syllabus design process, namely: (a) goals; (b) content and
sequencing; (c) format and presentation; and (d) monitoring and assessment.
Principle 1: Learners should know what vocabulary to learn, what to learn about it, how
to learn it, how to put it to use and how to see how well it has been learned and used.
Principle 2: Learners should continue to increase their vocabulary size and enrich the
words that they already know.
Principle 3: Learners should use word frequency and personal need to determine what
vocabulary should be learned.
Principle 4: Learners should be cautious of what is involved in knowing a word and
should be able to find that information.
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Principle 5: Learners should be familiar with the generalizable language systems that lie
behind vocabulary use.
Principle 6: Learners should know how to make the most effective use of direct,
decontextualized learning procedures.
Principle 7: Vocabulary learning needs to operate across the four strands of meaning—
focused input, language-focused learning, meaning-focused output, and fluency development.
Principle 8: Learners should be aware of and excited by their progress in vocabulary
learning.
According to Nation (2013) these vocabulary learning principles are very important to
offer a dialogue about learning, for personal reflection and for a systematic coverage of the field
of knowledge (p. 584). Thus, learners must reach for and achieve these principles accordingly
with the assistance of teachers and practitioners too. It would be of beneficial practice to include
these eight vocabulary learning principles within the students’ portfolio or as learning guides in
the textbooks they study during the English learning program.
Summary of the Literature Review
To recapitulate, understanding what it takes to learn, research, or even teach vocabulary
depends solely on how complex it is to capture the knowledge of vocabulary. Vocabulary
acquisition research intersects with multidisciplinary frameworks including language learning
strategies, VLSs, psycholinguistics, neurolinguistics, vocabulary teaching and learning, text
coverage and vocabulary size, specialized vocabulary, and the four language skills. It is known
that vocabulary studies were undervalued until the early to mid-1990s. Also, it has been seen that
after the 1980s, pioneers of vocabulary studies started to build vocabulary word lists and design
vocabulary tests to measure L2 learners’ language proficiency.
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One of the emergent frameworks that enriched the lexical research was VLSs, which
responded to the need to step away from the old tradition of teaching in the second-language
context into a learner-centered approach of teaching. This shift was mainly to discover the
learners’ approach of learning a new language and their strategic behaviors. However, VLSs had
the lion’s share to capture what a “good” learner does for their learning. And through the cascade
of vocabulary studies in the early 1990s, applied linguists started to realize how important lexical
research is for the sake of language acquisition development. Among the most influential
subfields of vocabulary research, which changed how we think about SLA, is building the
vocabulary size corpus database and the text coverage percentage needed for the secondlanguage learner to comprehend 95–98% of English text, thus being able to see the learners’
vocabulary level. Furthermore, in terms of vocabulary learning research methods, “vocabulary
learning is longitudinal and incremental in nature, and only research designs with a longitudinal
element can truly describe it” (Schmitt, 2010b, p. 156).
To this end, this section of the study explores an introductory overview history of the
vocabulary acquisition research in SLA, with a focus on certain frameworks and theories. These
frameworks include L2 vocabulary acquisition, an overview of the literature of VLSs, VLSs
research methods, vocabulary size, text coverage and word lists, taxonomies of VLSs, academic
vocabulary, and autonomous vocabulary learning.
Last but not least, vocabulary research has been seen as a “model-free” concept, and for
some vocabulary advocates it shouldn’t be seen as a theory, but rather as a “structural equation
model” (N. Schmitt, personal communication, March 22, 2017; Schmitt, 2010b; Tseng &
Schmitt, 2008). However, in both paradigms of vocabulary research, lexical knowledge and
studies are still being researched, especially in terms of active vocabulary size, VLSs change
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over time, and the sequencing and/or processing of VLSs from a global perspective. These
implications, alongside others, will definitely influence and direct further investigations and
enrich second-language acquisition research.
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Chapter 3: Methodology
The current study investigates the usage of sequential VLS processes by bilingual
learners of English at a high school level. The institution in which this study took place is the
Center for Research and Development of Bilingual Education (Centro De Investigación y
Desarrollo De Educación Bilingüe) located in México. This institution uses English as a medium
of instruction for all its science and social subjects. It has several academic majors, advanced
teaching and learning facilitates and certified English language teachers in all levels. English
teachers at this high school must obtain or hold MA or PhD degrees in language teaching areas
of expertise to be able to teach. All participants speak Spanish as their native language.
This study uses an explanatory mixed methods approach with a quasi-experimental
design to investigate the use of VLS process by bilingual learners of English. The use of mixed
methods research has been growing rapidly in the last decade (Creswell, 2014; Ivankova &
Creswell, 2009; Mackey & Gass, 2016) especially in L2 learning strategy research (Oxford,
2011) and in applied linguistic field of study (Dörnyei, 2007; Heigham & Croker, 2009). More
specifically, this research will integrate and use Convergent Parallel Mixed Methods (CPMM) to
reach a validation accuracy result for the research data. The reason to choose this CPMM design
is to close the gap in this literature about VLS research and reach greater validity. By using this
approach, the data will be compared and then interpreted using the Statistical Package for the
Social Sciences (SPSS) software. The research design for this study allows the researcher to
obtain data from several instruments, including a vocabulary learning strategies questionnaire
designed by the researcher (enhanced from Alharbi’s 2015), quantitative vocabulary tests and
qualitative interviews using immediate retrospection. The intent of the interviews is to reach high
reliability of results through the participants’ self-selection report and test results. Schmitt
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(2010b) argued that most reliable lexical studies use qualitative data collected from interviews to
confirm accuracy of self-reported behavioral data. Additionally, there will be a vocabulary
learning strategy treatment/intervention for three to four weeks during the data collection phase
to determine significant change or progress of the students’ vocabulary size. Thus, this study will
collect data from an experimental group and a control group to reach a robust conclusion and
analysis of the study findings.
Research Context
For second language learners, studying the English language requires enough of a
vocabulary size to cope with and understand the new texts. More importantly, L2 learners need
to build a good language foundation to have successful entry and adjustment to an Englishmedium university, and to communicate in English. The context of this study will be to
investigate second language learners’ use of vocabulary learning strategies in an EFL/ESL
context. This study seeks high-school EFL Spanish speakers (bilingual Spanish–English
speakers) in a Spanish-speaking country as targeted participant to investigate the abovementioned research questions. These participants study and receive English instruction for math,
science, literature, and the four language skills (from 7th grade to college level). The targeted
participants will be those who are in their last year of high-school and with the required high
scores in all four language skills in English to be admitted at the university level.
Participants
This study recruited participants from two groups of Spanish–English bilingual speakers
(each group has 35 participants, N = 70) attending public high school in a Spanish speaking
country. All participants (ages 16–17) are advanced bilingual students and are in the last
semester of their high school level. Additionally, about 80% of those bilingual students have
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been through private school education and scored very high on their school exams. At the
institution where this study took place, bilingual students must pass the admission TOEFL ITP®
Assessment Series test (Paper-based test) and four other TOEFL complete tests at the end of
each year. As described on the ETS website:
The TOEFL ITP® Assessment Series offers colleges and universities, English-language
programs and other organizations the opportunity to administer a convenient, affordable
and reliable assessment of English-language skills. The TOEFL ITP Level 1 and Level 2
tests can be used for placement, monitoring progress, evaluation, exit testing and other
situations. The TOEFL ITP® tests measure core English-language skills using 100 percent
academic content similar to what is used in actual classroom tasks. (TOEFL ITP®, n.d.)
The purpose of choosing advanced-level proficiency students in English is that they can
manage and control their language learning to be able to apply or use such vocabulary learning
strategies for the new lexical comprehension. As Schmitt (2010b) pointed out, those advanced
learners will have [the potential with the] previous language knowledge which facilitates their
learning (p. 151). These participants usually study and receive English instruction for the math,
science, literature, social studies and the four language skills (during high school education). The
five sets of variables mentioned assumed to guide this study to address the most frequent,
efficient, and sequential strategies used by bilingual learners of English. Due to its context, the
two groups of participants involved in this study have a certain academic profile according to
their language background, culture, English learning classrooms and the level of proficiency they
obtained during the time of gathering the data. The participants’ TOFEL scores descriptive
analysis have been collected (obtained from the school registration office) and computed as
shown in Table 5.
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Table 5
Descriptive Statistics of the Participants’ Overall TOFEL scores (N = 70)
Group A Group B
N
Valid
35
35
Missing 0
0
Mean
539.54
550.66
Median
543.00
557.00
SD
49.849
53.046
Minimum
410
360
Maximum
633
657

Instruments
This study gathered data using several instruments. The first instrument is the VLS
Questionnaire (VLSQ) that was developed and validated by Alharbi (2015) for this research. It
includes demographic survey items, educational and language background items, and VLS items
(five variables of VLS). Second, to collect and measure the participants’ vocabulary size, I will
administer the vocabulary size test VST (Beglar, 2010; Nation & Beglar, 2007) in two phases
(pre- and post-test) to help determine and investigate significant changes in the participants’
vocabulary size scores before and after the VLS intervention. Third, this study hypothesizes a
certain process of vocabulary learning strategies, specifically, a sequential VLS treatment for
three to four weeks. In this intervention, participants will apply a set of sequential VLSs
(discussed in the next section) to acquire new vocabulary during their English classes. After
completing the intervention process and the post VST, immediate retrospection interviews will
be recorded in order to obtain qualitative data from both the experimental and the control group.
In addition to that, this study does not have control over the participants’ self-report input
in either research instrument (i.e., the survey and the VST) or over their learning capacities for
constant application of the VLSs. These limitations must be mentioned in order to emphasize the
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students’ roles in applying each of the substrategies that they are asked to implement. Hence, I
will use some simulation-based learning hand-outs in the classroom and hand the VLSs guide to
the students during the VLS treatment. Another limitation is the nature of the students’ learning
environment inside and outside the classroom, which could influence participants’ responses to
the study instruments.
VLS Questionnaire (VLSQ).
Most studies on VLSs “frequently makes use of questionnaires to elicit data” (Gu, 2017,
p. 1). This study gathers the initial data about vocabulary learning strategies using a VLS
questionnaire (adapted from Alharbi, 2015). The questionnaire designed uses a Likert-scale to
elicit information about how sequentially second language learners look up new words following
the five steps continuum as follows: (1) Guessing meaning of a new word with its context; (2)
Building synonyms network; (3) Listening and pronunciation process; (4) Bookmarking word
search (note-taking strategies); and (5) Remembering strategy for writing. Hence, the
investigator aimed to explore which of the five sets L2 learners use. Adding to the scope of this
research, the questionnaire elicited data about the VLS (the five sets of strategies mentioned
above) in order to rearrange their sequence in which learners look up new words. This became
part of the study assumption about investigating the use of particular VLS steps or processes to
learn and comprehend new vocabulary. The questionnaire had 27 items with 20 items covering
the VLS and seven items seeking information related to L1 background, language level,
educational level, visiting English speaking countries, and job position. There were five Likertscale options to choose from, ranging from (1) Never Use to (5) Very Often Use. Participants
responded to some 30 items in this questionnaire including some demographic information
questions and first and second language background items.
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To confirm the reliability of this VLSQ items, a reliability test was computed to ensure
each item of the questionnaire fits under equal distribution of the all VLSs items. For Cronbach’s
alpha test of reliability, .70 is considered acceptable and .80 or greater is preferred. Table 6
shows the reliability statistics of the VLSQ utilized in this study with a score of .798, indicating
that the survey is reliable.
Table 6
Reliability Statistics of the VLSQ (N = 70)
Cronbach's
Cronbac
N of Items
Alpha
h's Alpha Based
on Standardized
Items
.732
.727
20

Table 7
Summary Item Statistics for the VLS Questionnaire
Mean
Minimum
Maximum

Range

Variance

N of Items

Item Means

3.468

2.600

4.200

1.600

.288

20

Inter-Item
Correlations

.118

-.291

.670

.961

.030

20

The Vocabulary Size Test.
The Vocabulary Size Test (VST) was “developed to provide a reliable, accurate, and
comprehensive measure of a learner’s vocabulary size from the first 1000 to the fourteenth 1000word families of English” (Nation & Beglar, 2007, p. 9). The Vocabulary Level Test (Nation,
1990; N. Schmitt, D. Schmitt, & Clapham, 2001) and VST are some of the examples of the
vocabulary size tests, that can be used to estimate the total number of words a learner knows
(Read, 2012, p. 260). Moreover, research in vocabulary usually discusses the depth of
vocabulary knowledge or its size and the breadth (Nassaji, 2006; Read, 2004). “Breadth of
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vocabulary knowledge has been taken to refer to the quantity or number of words learners know
at a particular level of language proficiency” (Nation 2001, as cited in Nassaji, 2006, p. 389). In
this study, particularly, I will look at the significant change of the breadth of vocabulary
knowledge that the participants have with and/or without using the sequential VLSs proposed.
Accordingly, and for the purposes of this study, to identify and measure students’ vocabulary
size in the second language, the VST (Beglar, 2010; Nation & Beglar, 2007) will be used to
collect students’ overall average of the vocabulary size scores. This test measures only the
learners’ general vocabulary receptive knowledge of the 5,000–8,000 most frequent word
families. The VST samples from the most frequent 14,000-word families of English. The test
consists of 140 items (ten from each 1000-word level; Nation & Beglar, 2007). Each item in the
VST measures written receptive vocabulary in English. Each student’s vocabulary size score on
the test is multiplied by 100 to get their vocabulary size (Nation, 2013). The test measures
knowledge of written word form and the form-meaning connection. It is divided into 1,000-word
frequency bands, and ranges from the first 1,000 band to the fourteenth 1,000 band. Each 1,000word frequency band contains ten items, so each item represents 100 words within that
frequency band. The following is a sample question from the test:
Circle the letter a-d with the closest meaning to the key word in the question.
STRAP: He broke the strap.
a.
b.
c.
d.

promise
top cover
shallow dish for food
strip of material for holding things together

Nation (2013) stated that the VST is a reliable and well proven test to use. Also, the
Rasch model was able to account for 86% of the total variation in the test scores, and the test
items generally had good technical characteristics. The reliability figures of the VST were very
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high (0.96–0.98; Beglar, 2010, as cited in Schmitt, 2010b, p. 199). The participants of this study
completed and accessed the VST from the online gateway (http://my.vocabularysize.com);
Nation (2013) stated the efficiency of the Myq Larson’s website. This online VST gateway
“mix[es the test] items from different frequency level result in better sustained attention to the
test rather than having the learners go from easy high-frequency items to difficult low-frequency
items” (p. 36).
Interviews (immediate retrospection).
In addition to the VST, this study used interviews to confirm and reach more robust
findings qualitatively. Schmitt (2010b) suggested that interview results may supply and confirm
students’ self-reported data on the vocabulary level test, which helps researchers collect accurate
data about their participants. It will also help explain how and why bilingual learners use certain
processes of VLSs. The immediate retrospection interview questions are motivated by the
theoretical and empirical research literature on vocabulary size, the autonomous vocabularylearning principles, and the vocabulary learning strategies; more specifically, Nation’s (2013)
principles and Gu’s (2013) and Schmitt’s (2007) strategies that were discussed in Chapter 2.
Also, some part of the interview questions was stimulated and adapted from Gu’s, book
Vocabulary Learning Strategies in the Chinese EFL Context (2005, pp. 205–206). See Appendix
B for the complete interview questions.
Data Collection Procedures
The data for this study gathered from two groups of bilingual Spanish–English speakers
who take science, art, math, and history classes in Spanish and English at the high school level in
Mexico. Also, due to its nature and concentration on investigating which VLS leads to better
vocabulary learning, this study uses the CPMM research method to integrate and compare the
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findings. The data collection processes and procedures are comprised of four phases: (1)
administer the VLSQ to all the participants (N = 70) in order to gain basic educational
background information, English vocabulary learning experiences, and beliefs about learning
new words; (2) implement VLS treatment intervention sessions (4 weeks); (3) administer preand post-VST (one before the VLS intervention and one at the end of the treatment process); and
(4) conduct immediate retrospection interviews. Each process gathers and collects different
vocabulary acquisition data from the participants. Figure 1 shows the study overview process.

Figure 1. Present Study Overview
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The significant difference in this study lies in two dimensions of the data collection
processes. The first of these is its focus on the five sequential VLSs Vocab-Backup Strategy
(VBS) adapted from Alharbi (2015) that have been chosen to measure the possible
increase/change on students’ overall vocabulary size after implementing them during language
learning. The second dimension or aspect is to look at and investigate this process of the VLSs
for two groups of participants, one being experimental and the other controlled. The VLSQ of
this study has been designed, tested, and validated by the researcher of this study (see Chapter 4
for the reliability statistic test of the VLSQ). I sorted the questionnaire items according to five
VLS variables including; (1) Building synonyms network; (2) Guessing meaning with its
context; (3) Listening and pronunciation process; (4) Bookmarking word search (note-taking
strategies); and (5) Remembering strategy for writing (Alharbi, 2015). The following table
illustrates the five VLS variables of this study linked with its learning strategy categories. Each
of the VLSs used for this study has been matched with the overall VLS taxonomy’s categories
such as in Schmitt (1997) and Gu (2013).
Table 8
Description of the five Sequential VLSs Variables for the Study
Learning Strategy Categories VBS Five Variables
Memory Strategies
Building synonyms network
Determination Strategies
Guessing meaning with its
context
Social/Affective Strategies
Listening and pronunciation
process
Determination/Metacognitive
Bookmark word search (noteStrategies
taking strategies)
Cognitive/Memory Strategies

Remembering strategy for writing
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Based on these five variables, participants in the experiment group have been introduced
to these VLSs in a sequential process to deploy and/or apply them during the VLS treatment.
Figure 1 illustrates the process of the data collection of this study.
After I obtained approval from the school, I began the study in the spring of 2018 at the
Center for Research and Development of Bilingual Education in Mexico. The student population
of this high school is around 600 students who are enrolled in the following three different
programs: (1) International Bachelor program (three years), (2) Bilingual Bachelor program (two
years), and (3) Progressive Bachelor (two years). Each of these programs comprises a different
level of students ranging from beginner, intermediate, and advanced. All participants must pass
the TOEFL paper-based test to get admission to the school and are then weighted against four
TOEFL tests (complete test) each at the end of the semester to measure students’ academic
progress. In those programs, English instruction taught based on grammar, writing, listening,
speaking and reading skills during the bachelor program. The high school provides the textbooks
to the teachers. For the English subject, teachers use the Interactive Reader textbook for grade 10
(McDougal 2012). The teaching approaches used in this high school is mixed of grammartranslation and communicative methods with some interactive technological resources used
during classes.
Data Analysis
The data analysis of this study is comprised of different phases in accordance with the
explanatory mixed methods approach used, each of which necessitates a different type of
analysis treatment. Thus, I considered using the CPMM model (Creswell, 2014) to find a
comparison and/or relate the results of the significant vocabulary size scores collected from the
participants.
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Figure 2. Explanatory Sequential Mixed Methods Design

Analyzing the VLSQ.
To analyze the VLSQ data, I used SPSS to obtain the statistical results of the students’
beliefs about vocabulary learning strategies. The two groups’ resulting data have been matched
with their vocabulary learning strategies and habits in this process to pinpoint the most used
variables among the five sets of VLSs proposed for this study. After that, the statistical data have
been combined, compared and/or related with the descriptive data gathered from the interviews.
More on the VLSQ analysis will be discussed in Chapter 4.
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VST Scorings.
After obtaining the VST scores from all the participants using the VST online portal
account (see Appendix A for the VST), this data has been treated separately for the experimental
and the controlled group. Then both descriptive statistics along with inferential statistics are used
to investigate the results of the tests performed, namely the VST. The participants’ vocabulary
size scores from both groups have been computed according to the vocabulary size average
required for the EFL/ESL students to obtain (1000–5000 word-families more or less depending
on their VST scores). Also, each group’s average number, median, and the standard deviation
have been computed to compare and/or relate the vocabulary size scores’ significant frequency,
regression analysis and the significant correlation scheme. After that, analysis of all students’
scores from both tests have been computed for the central tendency using SPSS.
VLSs Treatment.
The central scope of this study is to measure and widen the study literature on L2
vocabulary acquisition from the sequential VLS process perspective by applying the five sets of
VLSs. As of writing this study, no single study has been conducted to measure the vocabulary
size output using sequential VLS processes (mixed method approach) for the EFL students. Only
those in the experimental group applied and implemented the five VLSs variables selected for
this study. Accordingly, in applied linguistics research, the manifestation of the experimental and
statistical data provide and construct “‘hard’ evidence as compared to the ‘soft’ evidence
evolving from the more interpretative research that dominates in the humanities” (Lowie &
Seton, 2013, p. 9). In this process, participants have been given Nation’s (2013) principles of
autonomous vocabulary observed during the VLS instruction and their overall learning behaviors
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and performance. Both Nation’s (2013) eight principals and Alharbi’s (2015) five categories of
VLSs have been presented to the participants to enforce VLSs during the intervention time.
Data analysis and coding for interviews.
The interview data analysis will use Nation’s (2013) principles of vocabulary learning
autonomy and Alharbi’s (2015) VLSs categories, but also will consider two VLS taxonomies—
those of Schmitt (1997) and Gu (2013). The selection of these frameworks helps guide this
study to interpret the participants’ vocabulary learning tactics and draw a conclusion analysis
based on them. After recording and transcribing the interviews, data were coded for VLSs use,
sequential VLS processes, and the usage of the five VLSs variables. Analysis of the interviews’
transcripts and data have been treated using NVivo 12 software.
Thus, the coding for the interviews was based on the above mentioned VLSs studies and
then related to this research study’s findings. Chapter 5 will deal with and discuss the interviews’
interpretations, findings, and discussion and draw a conclusion. Five participants out of each
group have been selected for the interviews (see Ch. 5 for more details). The analysis and
interpretation of the interviews’ data will be examined using NVivo 12th edition.
VLSs Intervention Outcomes Analysis.
The analysis of the VLS intervention will be guided by several measurements level (e.g.,
observational notes, follow up discussions, VLS use). During the VLS treatment, each student
completed and submitted his/her vocabulary note book. After applying and enforcing the five
VLS variables selected for this study to (N = 35) bilingual speakers, post-VST data have been
collected from both groups to measure the significant variance among them. The participants
VLSs records and notes were collected for each vocabulary learning sessions during the study
data collection. More on the VLSs intervention outcomes analysis and discussion will be
discussed in Chapter 5.
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Chapter 4: Quantitative Results and Analysis
The following chapter reports and presents the statistical analysis methods, descriptive
statistics’ results, and the findings of the Vocab-Backup Strategy survey part. Each of the
statistical data gathered were analyzed and computed using SPSS software. The mean, average,
median, standard deviation, and maximum analysis measurements were gathered from all the
statistical data of this study. The t-test, frequency distribution, central tendency, and correlation
analysis were performed for the two groups’ pre- and post-VST scores comparison. An analysis
and discussion of the two groups’ vocabulary size scores, correlation, and their overall responses
to the Vocab-Backup Strategy processes are being reported. Chapter 4 ends with a conclusion
summary of the statistical findings.
Information about the Demographic Questionnaires
Prior to administer the Pre VST, all participants from both groups answered the VLSQ.
The VLSQ was divided into two main sections: (a) general demographic and linguistic
background items, and (b) about VLSs beliefs and behaviors to learn new vocabulary. In the first
part of the VLSQ, participants answered some very general demographic related information and
L1 and L2 background with extra concentration on their second language learning profile. While
in the second part, participants’ responses were recorded to investigate which VLSs they prefer
to use. In this section, only five steps or strategies of VLSs were chosen for the purpose of this
study (see Data collection section for more details). In general, all participants spoke Spanish as
their native language and had the same educational level of attending high school (12th grade)
except one participant who spoke Russian as a first language (see Table 10). The participants
were 32.9% female and 67.1% male (see Table 9). The following tables show some of the
demographic descriptive statistics gathered from the VLSQ.
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Table 9
Statistical Descriptive of the Participants’ Gender
Gender
Frequency
Percent

Valid Percent

Female

23

32.9

32.9

Cumulative
Percent
32.9

Male

47

67.1

67.1

100.0

Total

70

100.0

100.0

Table 10
Statistical Descriptive of the Participants’ First Language

Russian
Spanish
Total

Frequency

Percent

1
69
70

1.4
98.6
100.0

Valid
Percent
1.4
98.6
100.0

Cumulative
Percent
1.4
100.0

Table 11
Statistical Descriptive of the Participants’ Second Language

English
German,
Standard
Korean
Spanish
Total

Frequency

Percent
94.3
1.4

Valid
Percent
94.3
1.4

Cumulative
Percent
94.3
95.7

66
1
1
2
70

1.4
2.9
100.0

1.4
2.9
100.0

97.1
100.0

Descriptive Statistics
VLSQ descriptive statistics.
According to the VLSQ’s descriptive statistics outcomes, the VLSQ reliability score
Cronbach’s α was (α = .732; N = 70) and no cases were excluded for incompletion. The survey
items were grouped under five certain VLS processes in which each of the participants were
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asked how likely they apply and deploy those strategies for lexical comprehension and
vocabulary growth. The tables below show the VLSQ scale and reliability statistics with the case
summary outputs.
Table 12
Scale Statistics of the VLSQ
Mean
Variance
69.36

80.465

SD
8.970

Number of
Items
20

Table 13
Reliability Statistics of the VLSQ
Cronbach's Alpha
Cronbach's Alpha
Based on Standardized
Items
.732
.727

N of Items

20

Vocab-Backup Strategy (VBS) five variables analysis.
This section highlights the statistical descriptions including the average mean, median
and standard deviation of the overall items and sub-items of the five variables: (a) building
synonyms network, (b) guessing meaning with its context, (c) listening and pronunciation
process, (d) bookmark word search (note-taking strategies), and (e) remembering strategy for
writing, with the comparison discussions between each of them. The purpose of this analysis was
to demonstrate how strongly the participants from both groups agreed on the five variables of the
study. This analysis either confirmed or showed new significance of the sequential VLS
processes as preferred by the participants of this study considering Alharbi’s (2015) statistical
analysis of the same five steps. The importance of these descriptive statistics was to show which
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VLSs do L2 learners prefer while learning new vocabulary with the major scope of discovering
new ways of processing VLSs.
According to the statistical data gathered from the VLSQ about the participants’
vocabulary learning strategies beliefs, the participants (N = 70) responded to five Likert-scale
options ranging from (1) Never Use to (5) Use Very Often. Among the five sets of VLS items,
meaning with context strategies items-related gained the highest central tendency with M = 3.78
and synonyms strategies items-related was M = 3.59. The following strategies remained in the
same sequence as in Alharbi’s (2015) study.
In the following sections, each group of the items will be discussed and examined for
specific reference to each VLSs. Table 15 illustrates the VLSQ items overall descriptive
statistics. One item has been computed and applied to all five variable themes: visualize new
word. Oxford (1990) listed four reasons why linking words with images is beneficial for
language learning. First, the capacity of images in the mind exceeds the verbal information
somebody have; second, visual learning transfers information to long-term memory much more
easily; third, visual images are the best to recall verbal information; finally, most language
learners prefer visual learning.
Table 14
VLSQ Items Overall Descriptive Statistics Correlation/Discrepancies
Name of
Meaning
Synonyms
Listening &
Bookmark
VLSs
Pronunciation
w/Context
N of Items
Mean
Median
Mode
SD

6
3.78
3.75
3.340a
0.313

5
3.594
3.69
3.10a
0.302

5
3.532
3.57
2.800a
0.499

Skewness
-.049
-1.315
-.353
Maximum
4.14
3.91
4.19
a. Multiple modes exist. The smallest value is shown
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Writing

5
3.388
3.57
2.60a
0.74

4
3.205
3.18
2.89a
0.345

.128
4.2

-.221
3.57

Meaning with context strategies.
Incidental guessing of a new word’s meaning from context is not always successful.
Nation (1990) has claimed that language learners need to be exposed to a new word at least 5-16
times in order to master the new word. Learners sometimes cannot guess the right meaning due
to several factors such as the difference between L1 and L2, linguistic proficiency, and
inadequate contextual clues (Kelly, 1990; Vasiljevic, 2010). Nation (2013) discussed the
application of intentional and or incidental guessing from context by stating the following:
Although learning vocabulary from context should be largely incidental learning, there
should be a deliberate, intentional focus on developing the skills and strategies needed to
carry out such learning. Because of the importance of guessing from context, it is
worthwhile for both teachers and learners to spend time working on guessing strategies.
(p. 349)
According to previous studies, contextual guessing and incidental vocabulary learning
were given the highest priority to learn new vocabulary. Nation (2013) indicated that incidental
learning from context is the most important of all the sources of vocabulary learning. This
concept of research in vocabulary, according to Gu (2005), represents the
belief that knowledge of the vast majority of words in a speaker’s L1 comes from
extensive and multiple exposure and guessing through context use rather than direct
instructions, and therefore, vocabulary learning in a second language should follow the
same route. (p. 47)
A dynamic correlation of the dimensions of vocabulary knowledge can be so complicated
that it requires linguistic features (e.g., phonological and orthographic) of the single lexis to be
fully comprehended. This study was used to make a difference regarding guessing strategies, as
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it enforces and encourages second language learners to explore both (at the same time) the
context of the new words with their specific meanings to be entirely understood. This dichotomy
of vocabulary knowledge is usually treated separately due to so much confusion at early stages
of learning new vocabulary. Alharbi (2015) stated, “Due to some confusion between which
context fits the word's particular meaning among ELLs, [meaning with context] strategy process
helps determine the context of the new word and connects the right meaning or definition to it”
(p. 507). Informants from the experimental group were given the chance to look at the meaning
of the new words with much concentration on the context in which that word appeared. The
participants, continuously monitored by the teacher and the researcher, used their dictionaries to
pull out and connect the context of the new words they encountered. This process of VLSs was
maintained as the second step of the sequential VLS processes introduced to the participants to
help them organize their VLS production. The participants showed very high familiarity and
motivation regarding this VLS process as they kept recording each word context in the VLS
formula that was given to them (see Appendix C for VLS Formula).
According to this study findings, from the VLSQ outcomes, meaning with context
strategies recorded as the highest most used VLSs among all the participants (N = 70) with the
mean score M = 3.78 (see Table 15). Three items from the meaning-with-context theme were the
highest: (a) see new word in examples for better learning it, (b) guess the meaning from the
context, and (c) I distinguish between definitions and contexts of new words. Most of the
participants’ responses to these items were highly preferred when learning vocabulary.
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Table 15
Statistical analysis of the Meaning with Context Items (N = 70)
Name of the Items
Guess
See new
Visualize
Memorize
the
word in
new
words
meaning
examples
words
context to
from the
for better
remember
contexts
learning it
its meaning

Mean a
4.13
4.14
N
70
70
SD
.916
.822
Median
4.00
4.00
a. 1 = never use, 5 = use very often.

3.57
70
1.325
4.00

3.73
70
.977
4.00

Check
new word
while
reading to
know
different
context of
it
3.34
70
1.034
3.00

I distinguish
between
definitions
and contexts
of new
words

3.77
70
.765
4.00

Schmitt (2010a) stated, “form meaning linkage is the most basic vocabulary knowledge
possible” (p. 30). Both intentional and incidental vocabulary learning were considered to ensure
the comprehension of new words. Standard monolingual English dictionaries were used (mostly
online and or mobile dictionaries) to assist the participants looking up the specific meaning for
each new word (more on dictionary use will be discussed in Chapter 5). A fairly acceptance
central tendency rates were computed with two items related to dictionary reference in this step:
(a) see new word in examples for better learning it with 4.14 out of 5, and (b) check new word
while reading to know different context of it with 3.34. These two items received very high
acceptance from the participants compared to the other items. Cronbach’s α for the total items
under meaning with context categories is α = .46.
Building synonyms network strategies.
In vocabulary learning, “The use of synonyms is often a quick and efficient way of
explaining unknown words” (Gairns & Redman, 1986, p. 23). The synonyms are usually several
forms of words with the same meaning. The words send, ship, deliver (to send), and dispatch all
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have the same meaning of distributing something to other destination or location. At the first step
of the sequential VLS processes, participants were asked to first check and connect the new word
with as many synonyms as they can. In other words, they relate and make a connection of the
new (unknown) words with the known ones. A semantic map was then drawn for each new word
they learn. The focus on this stage is to look at the global theme or information of the new
vocabulary before connecting to other details.
Five items related to building a synonym network (see Table 16). Results of the building
synonyms network strategies were obtained using descriptive statistics. The central tendency of
all the items in this theme is M = 3.59 and the highest of this group was rely on synonyms to
build word in groups item with M = 3.70. The significant of this step of VLSs placed as the
second most preferred strategy among the five steps.
Table 16
Statistical analysis of the Building synonyms network Items (N = 70)
Name of the Items
Rely on
Lookup
Recheck
Synonyms
synonyms
synonyms
synonyms
is more
to build
first to
if new
important
word in
know
words were
than
groups
meaning of
not
meaning
new words
understood
alone
Mean
3.70
3.10
3.69
2.91
N
70
70
70
70
SD
.983
1.144
1.043
.974
Median
4.00
3.00
4.00
3.00

Visualize
new words

3.57
70
1.325
4.00

Listening and pronunciation process strategies.
Learning vocabulary through listening helps in attaining vocabulary knowledge for L2
learners, according to some researchers. Nation (2013) described this type of learning as
meaning-focused input. According to him, Staehr (2009) discovered a high correlation between
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performance on a listening test and a measure of vocabulary size (Nation, 2013, p. 161). The
ability to listen to any spoken language requires the listener to have a sufficient vocabulary size
(3,000-word families) to cover at least 95% coverage (Adolphs & Schmitt, 2003, 2004). There
were four items related to listening and pronunciation strategies (see Table 17). The overall mean
for the listening and pronunciation items were M = 3.53 while the listening to media to learn
pronunciation item scored the highest (M = 4.19) among this group’s items.
Table 17
Statistical analysis of the Listening and Pronunciation Items (N = 70)
Name of the Items
Learn
Listen to
Listening to
Use new
pronunciation of people how
media to learn
words in
new words by
they use
pronunciation
speaking and
checking its
words in
of new words
writing to
syllables
different
best
context
remember
them
Mean
2.80
3.67
4.19
3.43
N
70
70
70
70
SD
1.258
1.100
1.254
1.174
Median
3.00
4.00
5.00
4.00

Visualize
new
words

3.57
70
1.325
4.00

Bookmark word search (note-taking strategies).
The bookmark word search strategy comprises different ways the second language users
may use this strategy. In this study, there were some specific ones selected to generate a ground
scheme scale of how much L2 learners behave or perform in this type of learning strategy. After
recording participants’ answers to the bookmark word search strategy (note-taking strategies), I
found that an online dictionary use was the highest bookmark strategy L2 learners relied on to
refresh their vocabulary knowledge about newly learned words with M = 4.20. Retaining new
words by checking it from time to time was the second highest strategy preferred with M = 3.94.
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Visualizing new words became the third on the lists compared to the other items with M = 3.57.
Participants of this study did not favor writing new words on a vocabulary note but relied more
on their memory or online dictionary for further vocabulary retention.
Table 18
Statistical analysis of the Bookmark word search Items (N = 70)
Name of the Items
I use a variety
I do go back
I prefer to use
of strategies to
sometimes to
online
keep track of
re-learn the
dictionaries
words that I
meaning of a
(e.g. Merriamhave looked up
word if I feel
Webster.com,
(bookmarks,
like I am not
Google)
writing it down,
sure about
highlighting)
what it means
2.63
3.94
4.20
Mean
70
70
70
N
1.353
1.062
1.030
SD
2.00
4.00
5.00
Median

I use
vocabulary
lists to
study for
new words

Visualize
new
words

2.60
70
1.221
2.50

3.57
70
1.325
4.00

Remembering strategy for writing.
Both in Alharbi (2015) and in this study, the remembering strategy for writing was the
least used during vocabulary learning, which confirms that writing new words may seem less
important to students in comprehending or retaining new words. For the purposes of this study,
groups of preselected remembering strategy items for writing were used as in Alharbi (2015).
Among these items, the visualizing new words item scored the highest as preferred by all
participants with M = 3.57. This confirms a new study conducted at University of Georgetown
that found that our brain can add new words to its visual dictionary even if they are made up and
have no meaning attached to them and occurs in the area called the Visual Word Form Area
(VWFA). The study concluded that knowing the spelling of a word can be made easier by
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looking at the word as an image (Glezer, Kim, Rule, Jiang, & Riesenhuber, 2015). Table 19
breaks down the statistical analysis of the remembering strategies for writing items.
Table 19
Statistical analysis of the Remembering strategy for writing Items (N = 70)
Name of The Items
I usually check the
I use new words
I use the
part of speech (e.g.
in speaking and
syllables of a
noun, verb, etc.) of
writing to help
new word to
new words before I me remember
help me learn
see the meaning.
them.
their spelling
Mean
2.89
3.43
2.93
N
70
70
70
SD
1.222
1.174
1.255
Median
3.00
4.00
3.00

Visualize
new words

3.57
70
1.325
4.00

Summary of the VLSQ items overall descriptive statistics.
This section provides the overall statistics analysis for all VLSQ items to draw on a
conclusion about their processes during vocabulary learning. The purpose of this study was to
investigate how the sequential vocabulary learning strategies help improve vocabulary growth
and knowledge for the L2 learners. Figure 3 illustrates the statistical description for the five VLS
variables, or as called in Alharbi’s (2015), VBS processes compared to each other. The influence
of the five variables discussed before shows some interconnectedness between all variables.
Learning vocabulary can be dynamic in process, thus these five variables demonstrate a
coherence of vocabulary learning processes in which L2 learners can benefit from using the
sequential VLSs (Gu, 2005). Learning the meaning of new vocabulary from context is greatly
favored as the first process during vocabulary learning. However, according to the statistical data
outputs, writing process remains always as the last process of vocabulary learning. As in Alharbi
(2015), the synonyms strategy has been placed (according to the average mean of each strategy.
See figure 3) as the second strategy followed by listening and pronunciation strategy as step
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number three in the order and the bookmark strategy being number four in the same sequence.
This VLSs sequence reveals, not only a certain vocabulary learning process, but also a figure of
language learning subconscious process as the L2 learners continues learning new lexical units
during language learning.
Mean

Median

Mode

SD

Maximum

M E ANING
W/CONTEXT

LISTE N IN G &
PR ONUNC IAT ION

BOOKMARK

3.57
0.345
0

0

0.74

4
3.205
3.18

4.2

5

0.499
0

0.302
SYNONYMS

3.388
3.57

4.19

5

3.532
3.57

3.91

5
3.594
3.69
0

0

0.313

3.78
3.75

4.14

6

N of Items

WR ITIN G

Figure 3. VLSQ Items Overall Descriptive Statistics Correlation/discrepancies.

Vocabulary Size Data from the Two Groups
After administering the pre-VST, the researcher found the correlation of the two groups’
vocabulary size level was very high in general compared to their counterpart of the same
EFL/ESL students at their educational stage. The VST scores recorded for all groups indicated
that their average vocabulary size is between 7,000-9,000 word-families. Each group performed
the same VST pre and post, and only one group was given the VLS intervention sessions (4week intervention). However, the controlled group participants used their own self-regulation of
the VLSs and not provided with further vocabulary learning instructions. Different statistical
analysis measurements have been performed to look at the discrepancies of the VST scores
before and after the VLS treatment (e.g., central tendency tests, T-test, Test of Normality,
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statistical regression analysis, Pearson correlation analysis). Table 20 illustrates the two groups
frequency distribution for the general vocabulary sizes from the pre- & post-VST. The average
mean scores of the VST for both groups increased between the pre and post tests from M=9170
to M=9218.
Table 20
Descriptive Statistics of the Two Groups frequency for the general vocabulary sizes from the
Pre- & Post-VST
Statistic
Std.
Error
PreVST
Mean
9170.00
118.607
Scores
Median
9150.00
Std. Deviation
992.340
Minimum
6800
Maximum
12400
Skewness
.376
.287
Kurtosis
1.447
.566
PostVST
Mean
9218.57
122.724
Scores
Median
9250.00
Std. Deviation
1026.785
Minimum
7000
Maximum
12700
Skewness
.286
.287
Kurtosis
1.005
.566

According to the data gathered from both pre and post VST, the Test of Normality shows
that the data were normally distributed with the Shapiro-Wilk statistic for the pretest r(70) =
.965, p = .048, and r(70) = .974, p = .162 for the posttest. The Kurtosis value shows that the bell
shape curve is almost perfect in the pretest, however, it is more pointer in the post test with some
extra observations data to the left. Additionally, the p value in the post test indicates that the
results were not significantly different. Figure 4 shows histogram of the two groups pre and post
VST scores with the normality curve line.
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Figure 4. The two groups frequency distribution for the general vocabulary sizes from the pre- &
post-VST.

Result from the experimental group.
The average mean scores for the experimental group increased between the pre and post
VST from M=9,100 to M=9,240 (see Table 21). Figure 5 represents the experimental group’s
pre-VST scores, which is the general vocabulary size, and which are normally scattered among
the same group. The participants’ vocabulary size in this observed group falls in the middle of
the curve between 8,500-10,000 word-families. However, the Shapiro-Wilk statistic (Test of
Normality) for the pre VST scores for this group was r(35) = .975, p = .589, and r(35) = .950, p
= .117 for the posttest. This is an indication that the participants’ VST scores in the pre- and
posttests were not significantly different.
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Figure 5. Experimental group frequency distribution for the general vocabulary sizes from the
pre-VST.
After completing the pre-VST, the VLS intervention sessions began in which each
participant was given Nation’s (2013) principals of autonomous vocabulary and Alharbi’s (2015)
five categories of VLSs to use the specific model of VLSs into the English subject classes during
the intervention time. Each participant of this group was provided with a vocabulary notebook
file to keep all her/his VLS works in one place and present it to the teacher at the end of the VLS
treatment. The VLS Formula and VLSs Model (see Appendix D & E) were distributed to all
participants to use as templates for the VLSs session by session record. Participants were
instructed to use both the VLS formula and VLSs model for each new vocabulary they encounter
during the class and practice learning them during the last ten minutes of each class (five new
words each class). The time and management of the VLSs practices for all the participants were
monitored to ensure they applied them correctly and provided with any guidance needed.
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After completing the VLSs intervention sessions and recording the post VST scores, the
researcher noted a slight increase of the vocabulary size of the participants. Table 21 shows the
experimental group pre- and post-VST mean which is M =9,100 word-families before the VLS
treatment and M =9,240 after. A change of the frequency of participants’ overall VST who
scored 9,500 to 10,500 word-families were observed as indicated in Figure 6.
Table 21
Descriptive Statistics of the experimental group’s Pre- and Post-VST
Post VST
Pre VST
Mean
9100
9240
Standard Error
141.7774324
143.9070662
Median
9200
9300
Mode
9400
9800
SD
838.7666015
851.3656849
Sample Variance
703529.4118
724823.5294
Kurtosis
1.048720553
-0.293497781
Skewness
-0.41772342
-0.558964847
Range
4300
3200
Minimum
6800
7500
Maximum
11100
10700
Sum
318500
323400
Count
35
35
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Figure 6. Experimental group frequency distribution for the general vocabulary sizes from the
post-VST.
To increase the interpretation of this group’s post VTS results, Normal Q-Q Plot
analysis of the VST was produced to add a more visual impression of the data. In Figure 7,
the scatterplots and linear regression line figure of the participants’ general vocabulary sizes
fell toward the average 9,000, and 10,000 vocabulary size, which indicates more progress of
the participants’ vocabulary size scores compared to the pre-VST.
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Figure 7. Scatterplots and linear regression line figure of the participants’ general
vocabulary sizes.
Result from the controlled group.
Participants of this group (N=35) took the pre and post VST on the same time the
experimental group completed it. However, this group was not given any VLSs treatment nor
any particular VLS instructions in between the two tests. They used their own self-regulation
practices for vocabulary learning. The assumption was made that learning new vocabulary using
the sequential VLS process will have more impact on the students’ general vocabulary size than
those who do not deploy them during their vocabulary learning practices. This group attended
their regular English classes without any further VLS instructions. The average mean of this
group pre VST was (M = 9,240) which indicates high ratio of those who fall in the 9,000vocabulary size level. This result illustrated and created the baseline of the students’ vocabulary
size for each group. After I collected the post VST scores, I noted that the vocabulary size
average dropped to (M = 9,197) and (SD = 1189.04). The Shapiro-Wilk statistic (Test of
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Normality) for the pre VST scores for this group r(35) = .951, p = .118, and r(35) = .969, p =
.422 for the posttest. This indicates that the participants’ VST scores in the pre and posttests were
not significantly different.

Figure 8. Controlled group frequency distribution for the general vocabulary sizes from the preVST.
The average scores of the pre- and post-VST of this group were not significant; however,
the mean fluctuated backward slightly. The mean scores of the pre VST recorded at M=9,240
which then dropped to M=9,197. Figure 9 illustrates the shift of the participants’ general
vocabulary size. This group completed the same reading and writing activities as the
experimental group did during the VLSs intervention.
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Table 22
Descriptive Statistics of the controlled group’s Pre- and Post-VST
PostVST
PreVST
Mean
9240
9197
Standard Error
191.5966
200.9843722
Median
9100
9200
Mode
9100
9700
SD
1133.501
1189.039581
Sample Variance
1284824
1413815.126
Kurtosis
1.133061
1.10346603
Skewness
0.608179
0.617862318
Range
5400
5700
Minimum
7000
7000
Maximum
12400
12700
Sum
323400
321900
Count
35
35

Figure 9. Controlled group frequency distribution for the general vocabulary sizes from the postVST.
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Correlation of the Two Groups Vocabulary Level
In this section, a correlation of the two groups’ vocabulary level will be discussed to
compare and or relate the findings of this data. Two additional statistical analyses tests were
computed, the parametric test of correlation and the Pearson statistic. In contrast between the
two groups’ VST scores, the Pearson correlation statistic for the experimental group was r(35)
= .884, p = .026, while r(35) = .617, p = .088 for the controlled group. The correlation statistics
results indicated that the experimental group gained more general vocabulary size than the
other group. Figure 10 demonstrates the correlation ecoefficiency between the two groups with
the liner regression line.

Figure 10. The Post VST association between the two groups. The scatterplots and linear
regression line figure demonstrate the significance and the direction of the correlation. (B-A
is the experimental and B-B is the controlled).
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Result and Analysis of the VBS Survey
This section provides the outcomes of this study’s survey based on the five variables
mentioned earlier as it is important to compare and or relate any of the findings both in this
current study and in Alharbi (2015) or previous studies. Vocabulary learning is a dynamic
process by its nature, and validation of what process comes first (e.g., learning meaning from
context, listening or notetaking strategies, etc.) was the main focus of this study. Each of the
VLSs practice involved one or more combinations of such learning strategies to master new
lexical units during language learning. Some studies have investigated and introduced several
approaches and models of the vocabulary learning process such as the structural equation model
(SEM; Tseng et al., 2006). SEM allows the learners to discover their innate self-regulatory
capacity “that fuels their efforts to search for and then apply personalized strategic learning
mechanism” (Schmitt, 2010b, p. 93). The SEM approach was used “in attempt to describe what
self-regulation entails in terms of vocabulary learning” (Schmitt, 2010b, p. 94), and consists of
five aspects: (a) commitment control, (b) metacognitive control, (c) satiation control, (d) emotion
control, and (e) environmental control. The same model was expanded and enhanced by Tseng
and Schmitt (2008), called Structural Equation Model of Motivated Vocabulary Learning, in
which they made the model for the vocabulary learning process as a whole (Schmitt, 2010b).
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Figure 11. The Structural Equation Model of Motivated Vocabulary Learning (Tseng &
Schmitt, 2008).

The model indicates that motivated vocabulary learning process takes a cyclical motion
by forming the six latent variables and their relationship among each other as an equation
structural diagram (Tseng & Schmitt, 2008). In more elaborations of effective vocabulary
learning process, Tseng and Schmitt indicated the postappraisal of vocabulary learning tactics
(PAVLT) can affect future vocabulary learning. This phase of the model denotes the period of
self-reflection of task processes when the task is completed. On this note, Dörnyei (2001)
emphasized on how pre- and post-appraisal of vocabulary learning support this learning process.
According to Dörnyei (2001), this phase is very important in that such a “critical
retrospection contributes significantly to accumulated experience, and allows the learner
to elaborate his or her internal standards and the repertoire of action specific strategies”
(emphasis original, p. 91). In particular, it has been found that learners’ causal
attributions as a result of task retrospection exert a critical influence on subsequent
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expectancy for success, self-efficacy belief, achievement behaviors, and emotional
responses. (As cited in Tseng & Schmitt, 2008, p. 368)
Schmitt (2010b) stated these vocabulary learning models create and drive the use of VLSs by the
learners. The importance of discussing these vocabulary learning approaches is to highlight and
show the relevance of these studies to the current research.
The VBS model was used to create and merge statistical findings of which of these VLS
processes occur in a sequential order. The major difference in this model is that it works closely
with the vocabulary learning tactics learners deploy in a sequential manner. Up to writing this
dissertation, there has not been any attempt to establish a model of sequential vocabulary
learning strategies. A very close study conducted by Clarke and Nation (1980), regarding
guessing words meaning from context, investigated four steps of practicing this strategy to
increase reading comprehension for second language learners. Also, a recent study by Ma (2009)
found and classified VLSs from an alternative process-oriented approach, into eight stages or
processes of vocabulary acquisition. However, Ma’s study illustrates and describes general VLSs
practices rather than examining the strategy itself (e.g., dictionary use, learning meaning from
context, note-taking strategies). The current research study was used to test different
combinations of sequential VLSs to assume more vocabulary growth (see Figure 12). According
to the existing VLSs framework, the most relevant findings that fit the purpose of this study is
reported in Alharbi’s (2015) research which found the same statistical findings as with this study.
Of the five VLSs used, the findings of this study survey indicated that learning meaning with
context was the most preferred VLS by all the participants of this study.
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Figure 12. Sequential Model of Vocabulary Learning Strategies (adapted and enhanced from
Alharbi, 2015). VocKno = Vocabulary Knowledge.

Building a synonym network was the second highest rated strategy used among the five,
then listening and pronunciation (speaking) strategy as the third step. The bookmark strategy
(note-taking strategy) was the fourth on the list, and the remembering strategy for writing
became the last VLS process (see Figure 3). This VLSs sequence reveals not only certain
vocabulary learning processes, but also a figure of language learning subconscious processes as
the L2 learner continues learning new lexical units during language learning. Learners with good
vocabulary knowledge use the systematic learning process to learn new vocabulary. In other
words, learners with good vocabulary knowledge used more strategies than those with limited
vocabulary knowledge (D. Charkova & K. Charkova, 2018). Also, several studies found that
good vocabulary learning can be a result of consecutive and systematic strategies for good
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vocabulary knowledge (Fan, 2003; Gu, 1994; Gu & Johnson, 1996). Hence, in this study, the
sequential VLSs may lead to substantial progress once they performed routinely and for a longer
term.
Discussion
As noted by Schmitt (2010b), “Vocabulary knowledge is multi-faceted, and contains a
number of interrelated, though separable, aspects” (p. 79). The investigation of the vocabulary
knowledge the participants gained after applying explicit sequential VLSs was conducted in this
study. The sequential VLSs used is an enhanced VBS model from Alharbi (2015). The
discussion of this part of the study reveals what has been found statistically using different
analyses and tests, while the qualitative part of this study will then look at any correlation or
comparison between the two data extensively.
The results of this study offer further empirical insights (e.g. Gu, 2005; Ma, 2009) on the
theory of vocabulary learning that assumes that in order for second language learners to enhance
their vocabulary knowledge, they must deploy different layers of sequential VLS processes
instead of relying on one strategy. One of the advantages of using sequential VLSs is that they
help learners delve deeper into vocabulary knowledge. The step by step strategies allows them to
explore more details and experiences of the new words. After analyzing the data, the five steps of
VLSs, (a) guessing meaning of a new word with its context; (b) building synonyms network; (c)
listening and pronunciation (speaking) process; (d) bookmark word search (note-taking
strategies); and (e) remembering strategy for writing grouped orderly based on their average
mean, confirmed a finding that supports Alharbi’s (2015) conclusions.
In the first step, the VLS process of guessing meaning of a new word from its context,
offers an accurate learning of vocabulary information in order to look up the exact meaning of
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new word that fits the context in which was appeared. Learning the meaning(s) of the new word
requires mastering all its contexts. Miller (1999) found, “A very important aspect of knowing a
word is having a cognitive representation of the set of contexts in which a given word form can
be used to express a given meaning” (Nation, 2013, p. 83). The fundamental process was to
establish the knowledge of the new word in the learner’s mind within different contexts.
Learning the new word’s many contexts is as important as learning its meaning. The participants
were asked to look up carefully the new word’s meaning that matches the same context in which
it appeared. It was obvious that 75% or more of the participants agreed and reported that prior to
knowing this step, their main guess of the new word was one meaning within one context. After
deploying this initial VLS, participants knew more information related to the new lexical unit
and had an understanding that new words may have different meanings that can be applied in
several contexts. In fact, the guessing in context strategy was preferred by most participants. This
finding corroborates significantly with major studies in VLSs such as Schmitt (2010b), Gu and
Johnson (1996), and Nation (2013), in which guessing new word meanings remains as the top
ranked VLS used by second language learners.
In the second step, building synonyms networks strategy, the participants reported that
knowing new words’ synonyms or antonyms were always one of the main processes to increase
their vocabulary knowledge by associating unknown words to the known ones they already
knew. Systematic and conscious learning of the new words’ synonyms or antonyms contributes
to a deeper vocabulary knowledge (Alharbi, 2015; D. Charkova & K. Charkova, 2018; Nation,
2008; Qian, 1999; Schmitt, 2000).
In the third step, listening and pronunciation (speaking) process, participants significantly
scored a higher mean for all the items related to phonological practices. The overall mean for the
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listening and pronunciation items were M = 3.53 while listening to media to learn pronunciation
item, this included listening to these vocabularies through online dictionaries, scored the highest
(M = 4.19) among this group’s items. In terms of practicing listening to new words, Nation
(2013) stated learning vocabulary through listening is one type of learning through meaningfocused input (p. 161). Under this VLS step, participants from the experimental group were
given some listening principles to follow:
1. Engage in conversations with friends, teachers, service providers, and family members.
2. Enhance listening skills by summarizing what you have listened to (figuring out the
theme, culture, type of language, center of the talk, etc.).
3. Develop confidence in speaking skill by listening well.
4. Cultivate listening habit (go beyond your learning goals).
Participants were introduced to two listening strategies such as learning the sound of new
words through syllables and private speech practice. Private Speech or as Lantolf (1997) named
it mental rehearsal, is described as the self-speaking of utterances or words for the purpose of
understanding and maintaining language mediation by language learners, whether as a child or
an adult, but not for communicating with other people (as cited in Ohta, 2001).
For the purposes of this study, a vocabulary note-book (VLS Formula, see Appendix D)
was designed for the fourth step bookmark word search (note-taking strategies), so participants
could keep all their vocabulary learning practices, including drawing and writing some examples
in one place. In this step, bookmark word search refers to rewriting new words, highlighting
them, making word lists, visualizing them by making some drawings and rechecking them on a
special vocabulary notebook; however, most participants prefer to use online dictionaries and
recheck the meaning of new words as they need. An analysis of the mean for all the items related
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to this vocabulary learning process placed it as number four preceding the writing process
strategies.
Remembering strategies for writing was the last step and preferred by all the participants.
This strategy focused on several tactics the participants agreed on such as checking the part of
speech of the new words, using them in their writing output practices (e.g., writing emails,
reports, etc.), checking their syllables for spelling practices, and making a visual connection of
these new words. Participants of this study reported that learning new vocabulary through
writing is last process or strategy they use among the five VLSs mentioned earlier.
Additional findings include the vocabulary size of the experimental group as greater than
those participants of the controlled group. A change of the vocabulary size average was also
observed and shown in the data figures comparing the two groups. The increase of vocabulary
size and use of VLSs have always been a significant requirement for a successful language
learning and for reading new English texts.
Summary of the Findings
Due to limitations of this study, only general vocabulary size level of the participants has
been measured. In other words, the findings of this study revealed only the average size of the
participants’ vocabulary knowledge, or the receptive vocabulary knowledge.
The statistical findings can be broken down into the following two parts: (1) the growth
of the vocabulary size level due to deploying certain sequential VLS processes, and (2)
validation of the assumption of a certain sequential VLS processes as the average model for
learning new vocabulary. Regarding the first part of the findings, the average participants’
vocabulary size measured in this study was between 7,000-9,000 word-families for all groups. A
change of the frequency of participants’ overall VST who scored 9,500 to 10,500 word-families
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was observed. The growth of the vocabulary size level observed in the experimental group was
linked to the use of sequential VLSs, while the controlled group participants made no progress
towards their VST scores. This finding is very limited to the 4-week VLS intervention which
may provide different results if the treatment period extended for longer sessions. This indication
may guide future studies for more robust findings on this area.
The proposed sequential VLSs model in this study confirmed the VBS five steps which
include the following (Alharbi, 2015): (a) guessing meaning of a new word with its context; (b)
building synonyms network; (c) listening and pronunciation (speaking) process; (d) bookmark
word search (note-taking strategies); and (e) remembering strategy for writing. According to the
average mean of each of these VLSs, from the highest to the lowest, their orders indicated the
priority or the preference which all the participants of this study agreed to use while learning new
vocabulary and was obtained through the VLSQ. Overall, the results suggest that using a
systematic and a sequential order to mastering a new lexical unit is helpful in vocabulary
learning and that the more systematic or sequential VLS processes used, the deeper vocabulary
knowledge the language learner is able to achieve. Oxford (1990) and Schmitt (2010b) stated the
use of more adequate, frequent, and reliable learning strategies will significantly lead to
successful learning outcomes. Finally, this study adhered to the application of the sequential
VLSs as a means of improving L2 vocabulary acquisition.
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Chapter 5: Qualitative Results and Analysis
This chapter reports the summary of the qualitative results and analysis. The analysis and
discussions of the interview data for this study were categorized based on three significant VLS
literatures; vocabulary learning strategies, vocabulary learning autonomy, and the hypothesized
model called the VBS five variables as preselected VLSs model for this study. This chapter will
also summarize the bilingual Spanish–English speakers’ opinions about their VLSs behaviors
with concentration on the second phase of the study research questions addressed earlier.
Extracts from the participants’ interview data will be given to support the qualitative findings
using thematical accumulation analytic approach. Chapter 5 ends with discussions and summary
of the findings which cover the second phase of the study research questions.
Learner’s Vocabulary Learning Strategies
As noted, “the study of vocabulary-learning strategies is a promising area of enquiry”
(Gu, 2005, p. 4). Looking at this language acquisition input aspect is a very prominent way to
discover and evaluate how second language learners “learn and how their learning behaviours
relate to their learning results” (Gu, 2005, p. 4). The tactics or the behaviors used to help acquire
new vocabulary is always a self-learning role by the second language learners. In addition,
“Learners of a foreign language are confronted with vocabulary learning right from the very
beginning; and it is a never-ending task” (Gu, 2013, p. 6115). A study by Chamot (1987) found
most high school ESL learners reported more strategy use for vocabulary learning than for any
other language learning such as listening for comprehension, oral presentation, and social
communication (Schmitt, 2010b, p. 90). The main categories of the most known VLSs are as
follow:
1) Guessing strategies (wide and or specific contexts).
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2) Known words (relearn about new learned words).
3) Analysis or multiple strategies to learn new words.
4) Dictionary strategies for comprehension
5) Social/Affective strategies (ask teachers or peers)
6) Repetition or privet-speech strategies (mental rehearsal)
7) Grouping
8) Association
9) Management or metacognitive strategies
10) Meaning-oriented and/or Usage-oriented note-taking strategies
11) Visual encoding
12) Synonyms and or Antonyms relation strategies
The above lists of these VLSs are the most strategies used by ESL learners as reported in
several studies. In this study though, participants have reported learning vocabulary through
different processes of strategies according to their learning style. The qualitative data gathered
in this study using the interview questions was inspired and stimulated from Gu’s (2005), but
also modified to suit the purpose of this study (see Appendix B). A predetermined VLSs outline
and preselected categories were used to examine the extent to which bilingual Spanish–English
speakers apply VLSs and or deploy sequential VLS processes and the usage of the five VLSs
variables mentioned earlier. A random selection of five participants from each group has been
recruited for the interviews. After recording and transcribing the interviews, data were coded for
VLSs use, sequential VLS processes, and the usage of the five VLSs variables. Analysis of the
interviews’ transcripts and data outputs were treated using NVivo 12 software. In the following
section, I use and refer to the participants from the experimental group by alphabetic characters,
whereas I use numerical characters to refer to the participants from the controlled group.
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Participants’ VLSs.
As part of the study theme, the focus of this part of the study shed light on the most
common VLSs Spanish–English learners use, the sequential VLS processes, and the usage of the
five VLSs variables. On this note, the data from the interviews revealed most participants work
on different VLS processes and ways to learn new vocabulary depending on their learning style.
Participant A listed the most VLSs he/she applies when learning new vocabulary:
Well just like I previously mentioned when reading I select the words I do not know so I
can search the meaning, translation to Spanish (works very well for me although not
exact definition of the dictionary but I use it), listen to a word (helps when you are
speaking), definition and listening to the words, practice making sentences (with all
definitions that the word can be used in).
The cluster analysis diagram in Figure 13 illustrates the participants’ VLSs cluster-coding
similarity gathered from the interviews data using Pearson correlation coefficient analysis. It
shows both the most used VLSs and groups of VLSs integration among the codes in the
qualitative data outputs.

Figure 13. Qualitative Items clustered by coding similarity (Computed by NVivo12).

92

In a Hierarchy analysis that compared by number of coding references for all the nodes,
the qualitative data revealed another set of frequencies and hierarchies among all the codes. The
codes list also included VLS processes and sequential VLSs codes in which VLS processes code
topped the lists followed by sequential VLSs. These two codes were added to trace and track the
instances or references of the dynamic process of vocabulary learning by the participants
according to their frequency of use. These codes also helped me to count the performance of
each VLS they deploy during vocabulary learning.
Regarding the vocabulary learning process, which requires learners perform deeper
learning effort to learn L2 word, Barcroft (2002, 2004) developed the Type of ProcessingResource Allocation (TOPRA) model for vocabulary acquisition. This model classifies
vocabulary acquisition in three divisions: (a) acquisition of form, (b) acquisition of meaning, and
(c) acquisition of form-meaning mapping. Participants of this study were found more likely to
learn about the form and/or meaning processing at the time of vocabulary learning.
Guessing meanings from context strategy and using synonym relation were the most
frequent VLSs mentioned by the participants followed by dictionary use strategies (e.g., physical
dictionary, online, and app dictionary). The following VLSs on the list, according to their
appearance hierarchies in the interview data, are remembering strategy for writing, bookmark or
note-taking strategies, listening strategies, reading new texts to learn new vocabulary, and finally
pronunciation and speaking strategies. This linear finding shows the most frequent and recurrent
VLSs used by the participants according to the qualitative data analysis and indicates how much
second language learners approach or behave when learning new vocabulary. With that being
said, this part of the qualitative findings correlates seemingly with the statistical results. The
following VLSs are highlights from the participants’ opinion.
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Determination strategies.
This study uses Schmitt’s (1997) and Gu’s (2013) VLS frameworks as a reference to
support the analysis of the VLS used by the ESL learners. In this category, the determination
strategies include but not limited to, analyzing part of speech, using bilingual and or monolingual
dictionaries, guessing meaning from context, and word list. Specific questions were sought in the
interviews regarding which VLSs participants use to help them learn new lexical items.
Guessing meaning from context. The general participants from both groups, according to
the qualitative data, have favored guessing the meaning from context to learn new vocabulary
which confirms the statistical findings of this study. For instance, participant 1 highlighted the
importance of guessing the meaning from context: “The best vocabulary learning strategy and
the most important thing for me first of all is learning the context in which they are using it, and
also synonyms.” Another participant 2 indicated how he/she relies on guessing the meaning from
context while listening:
Participant 2: Well when I watch TV in English I try to figure out another word in the
context in the face, the actual like the…Oh, I don’t know how you say like the…?
Interviewer: Like the facial expression?
Participant 2: Yes, the facial expression and I try to use a meaning with the context part if
I can.
While another participant from the experimental group listed some VLSs he/she used to while
learning new words: “Check the synonyms, learning the word in context, looking for images of
the words.”
The attempts of guessing the meaning from context strategy may considered to be easier
step for the second language learners to comprehend longer text input such as reading a passage,
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watching movies or listening to audio recordings (e.g., television, radio, YouTube, etc.). The
following example is from Participant 3, who manages his/her comprehension to understand new
words in speech: “I try to understand the context of the word. When I first see a movie, I have an
image of the people that are saying the word.” Another participant 4 emphasizes how much
he/she learns new vocabulary using guessing meaning from context strategy: “Yes, learning
basically yes to see the meaning and then trying to get like an idea or special word that will help
me out to use it or recognize the word in any context.”
At this level of comprehension, participants may use more VLS processes as they seek
more information for the new vocabulary as they seem to integrate deeper VLSs if guessing the
meaning from context strategy fail to help them understand what the new word means. This is an
indication of the fundamental aspect of VLS processes for learning new lexical items. One
participant from the controlled group shared how he/she uses combinations of strategies in
different processes to express his/her personal VLS style:
I think it’s a combination of both, like if their readings I would usually read it and then
say it in my head and based on the context see what it means. If I’m having a
conversation that I don’t know what the meaning is sometimes I’ll use it in a context and
sometimes stop and ask a person what that is, so that’s kind of how it works for me.
Dictionary use. Participants reported using dictionaries, in different types and manners, to
look up new word’s information. Gu (2013) categorized dictionary strategies as cognitive
strategies, while Schmitt’s (1997) determination strategy includes dictionary strategy for
comprehension, extended dictionary strategies, and looking-up strategies. In this study,
participants mainly used looking-up strategies to learn new vocabulary. Participant 3 pointed
how he/she use bilingual dictionary to look up new words: “Sometimes I would look it up in my
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language and I think that’s the best way.” And in another segment stated: “I simply look it up by
listening in Spanish or the meaning in Spanish.”
Some participants preferred to check new word meanings using a monolingual dictionary
every time they encounter new vocabulary. For instance, Participant 5 said: “Yes, I think I have
always liked to know more vocabulary myself using the strategies of reading words and looking
for them in the dictionary but for me just when I see like a new word.” Participant 4 makes an
argument that using online dictionaries are easier for him/her than using the physical
dictionaries:
I prefer actually to research a dictionary because it’s easiest for me. I like the online
dictionary it’s just for me. Since I was a kid I—I had dictionaries like, physical
dictionaries and I don’t know why they are so complicated for me.
Some participants indicated they prefer the online dictionary and the app-dictionaries instead of
using the physical type. Here are some examples:
Participant C: I do the same I look in Google there are pages like the mail-Webster,
dictionary app and you can get a recording of the phonetics of the word and that is what I
like to do to hear the world.
Participant 2: I use the dictionary app that I had before in my cellphone.
Participant D: Then I try to search it in Google or something that might tell me how it’s
written.
Memory strategies.
Recalling new learned vocabulary needs some memory practices in order to be fully
mastered by ESL learners. Participants were asked about their mental manipulation behaviors to
learn new vocabulary. Some examples of these memory strategies the participants use include

96

making pictorial association with the new word’s meaning, using mental rehearsal or private
speech (say new word out loud), associating new word with its synonyms or antonyms, making a
semantic map, studying the sound of the word, and using the word in sentences.
Synonym relation strategies. The hierarchy analysis outputs indicated that synonym
association strategies topped all the VLSs used by the participants. Linking unknown words to
already known strategy is an easy trigger for the mind to capture the global meaning of the new
lexical, including knowing the antonyms and even collocations to grasp any previous knowledge
linked to the newly learned words. Several studies, such as in Nation (2008), Qian (1999), and
Schmitt (2000), discovered “a systematic and conscious effort in learning word’s synonyms and
antonyms contributes to a deeper knowledge of the target words” (D. Charkova & K. Charkova,
2018, p. 245). Participant 5 indicates how he/she start looking-up new word’s information:
When I am reading or listening to a song or watching a movie and they say a word don’t
know I start to search for synonyms or for how to use the word instead of, what does it
mean or how to use it.
Another participant E said: “Yes, I think finding words that are similar like synonyms because I
think, ‘Oh, it’s similar to this word that I knew before so I can use it instead of that word’ and
things like that.”
As mentioned earlier in the statistical descriptive analysis, picturing new words strategies
and making mental images of that new learned word has been integrated with all the survey
items. After analyzing the qualitative data, I found that some participants indicated that making
visual association while learning new lexical is very crucial process for their mind to build a
long-term retention of its meaning. One participant from the controlled group said:
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Sometimes what I like to do is look only for images of the word and what they can represent
or something like that, and not so often synonym only when I encounter a new word and
that’s like say five times a week or something.
Using the new learned words in sentences. Using the new learned words in sentences is
one of the common memory strategies that have been reported by the participants. In this deeper
vocabulary learning process, ESL learners do not learn only how to write these new words in
sentences, but they also use combinations of word in context, practice spelling, use different
forms of the words and perhaps sound them out loud. Some participants reported using new
words in sentences for mental practices and for long-term retention. The following participant 1
shared his/her VLS when asked about the best one he/she liked the most:
Well, to look in the dictionary maybe or to write a lot—a lot of sentences about that word
when I discover the meaning or something so I can remember then in the future, “Oh, I
wrote something about this word so I now remember the meaning” something like that.
Another participant reported how she/he practice learning new words by recalling them using
writing repetition:
Yes, I think so just like I’m good at spotting some things. I think I have a good memory
but I need to write sometimes, like five times or three times. I like to use the word in a
sentence, like search for a sequence in which the words are to understand how I can use
it.
Study the sound of the word. Participants reported doing more phonological and listening
strategies because they depend on auditory input (e.g., listening to music and watching movies)
as the main source to increase their vocabulary knowledge. Learners in this study understood
how important it is to learn the pronunciation of newly learned vocabulary either in contextual or
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decontextualized levels. Participants pointed out they learned the target words’ pronunciation
through online dictionaries or in their mobile app dictionaries to familiarize themselves with the
sound system. Among the interview questions, participants were asked about how they approach
learning new vocabulary while listening. According to some participants, this part of learning a
new vocabulary feature is as important as learning its meaning to avoid misunderstanding when
it comes the time to use them in speaking. For example, participant A shared how important it is
to learn the new word pronunciation: “So, I prefer to listen to the word or say it out loud, so I can
remember the interpretation and it lasts longer than if I see it only on paper.” Another participant
said: “Well I prefer to listen to the words because I have a great listening memory based on
hearing so I prefer to listen to the word or say it out loud.” Some participants emphasize learning
about the phonetics features of the target words: “Like I was saying I’d rather hear the word. I do
two things (1) I learn the word (2) I also know how to say the phonetics stuff.”
Note-taking strategies. With note-taking strategies or bookmark word search as referred
in this study, participants were introduced to bookmark strategy in which they draw, make notes,
or attach any supporting information to help them remember the target words. Before the
beginning of this study, participants used their own note-taking strategy; however, after
introducing the VLSs Model, they become more aware of this vocabulary learning activity.
According to Ahmed (1989), most ESL learners use their book margins to take notes about new
vocabulary. Some participants showed high acceptance of using special notes for their
vocabulary learning. Participants were asked to integrate any type of learning outputs to help
them remember new learned words. One participant from the experimental group said, “I have a
little notebook and word I write it down and it’s like a list in some ways. If I don’t remember the
word I can go back to my notebook and I can see.” Another participant indicted that making a
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bookmark for every word search with all the details can assist in vocabulary retention and proper
use of its context:
For example, the bookmarks were making that really helped me because when I want to
remember a word or when I want to say something and don’t remember how to say it I
can just say that idea, and the word kind of pops into my mind, and how to use in that
context.
Remembering strategy for writing. Learners take several ways to remember how to write
new lexical items for their vocabulary mastery. According to Nation (1990), it usually takes as
many as 5–16 times of exposures to master new vocabulary. At this initial vocabulary learning,
repetitive writing or making new sentences of the new words, the writing process engages mental
manipulation practices. In this study, however, participants reported using writing new words in
sentences as a recall trigger or flash back each time they encounter new vocabulary. The
orthographical practices made by the participants were not to learn new lexical spelling or its
morphological features, but rather establish a space of the new word in the mind to be evoked
easily in the future. The following participants described how they deploy remembering
strategies for writing:
Participant1: Usually I would say writing the actual definition on a sheet of paper because
usually when that happens it’s because they are making me do it and that way – When I
actually want to do it I—I wouldn’t like write the entire definition I just like to
understand what it means rather than know the actual dictionary definition of it.
Participant2: or to write a lot—a lot of sentences about that word when I discover the
meaning or something so I can remember then in the future, “Oh, I wrote something
about this word so I now remember the meaning” something like that.
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Cognitive strategies.
Participants repeatedly wrote or said a word several times in order to associate it. The
interview results show that both of the groups’ participants frequently repeated a new word’s
verbal or written form, perhaps to learn its pronunciation or meaning, until they successfully
learned its form. One participant from the experimental group stated the following: “Well I
prefer to listen to the words because I have a great listening memory based on hearing so I prefer
to listen to the word or say it out loud.” A second participant said: “So I prefer to listen to the
word or say it out loud, so I can remember the interpretation and it lasts longer than if I see it
only on paper.” A third participant stated the following: “Repeat the word to myself (learning
how to say the pronunciation).”
Social/Affection strategies.
According to Schmitt (1997), there are two types of social strategies: discovery strategies
and consolidation strategies. Some of discovery strategies include: (a) ask teacher for L1
translation or synonyms, (b) ask classmate for meaning, and (c) discover new meaning through
group work activity. On the other hand, consolidation strategies such as studying the meaning of
new word in group, interacting with native speakers, and teachers checking the student’s flash
cards or the word list for accuracy. Some of the interview questions were developed to discover
if the participants sought out social strategies during vocabulary learning. In this study, however,
few participants used social strategies. One participant from the experimental group shared
his/her alternative social strategy use if he/she still need some assistance understanding the new
words.
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I follow some steps but not in an order it depends also on a lot of things. For example if I
see a word I don’t know and I search in the dictionary and it still is not clear to me I
continue to use the other strategies like: Ask someone and [learn] synonyms.
Participants’ Vocabulary Learning Autonomy
As part of this study theme, vocabulary learning autonomy is the ontogenesis drive for
ESL learners to deploy and apply VLS as a self-learning technique. Participants were presented
(before the beginning of this study) with the vocabulary learning autonomy eight principles from
Nation (2013). Each one of these principles were organized around and based on the syllabus
design process, namely: (a) goals; (b) content and sequencing; (c) format and presentation; and
(d) monitoring and assessment.
After completing the VLSs intervention, participants were asked to rank their overall
agreement whether they see themselves as autonomous learner in terms of vocabulary learning.
Out of 10, the mean score for all the participants, in which they responded positively to the
question mentioned earlier, was 7.3%. This brief statistical result about learners being
autonomous indicates that learners are taking charge of their vocabulary learning regardless of
how or what VLSs they use. Some of the interviews’ questions were elaborated and focused on
the vocabulary learning autonomy aspects. Regarding the planning and goals for vocabulary
learning, some participants considered themselves as self-learners. In regard to the first principle
of vocabulary learning autonomy, the goals, the interviews showed that participants (from both
groups) have reported that learning new vocabulary occurred instinctively. In this regard, after
responding to the interview question which was as follows: “Do you plan your vocabulary
learning and how,” participants stated learning occurred without planning: “No, I think that it is
more spontaneously. If I’m asked to learn some words I learn but it’s not like it is a passion of
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me or something like that.” Another participant said: “I don’t really plan it I just let it happen
naturally when I’m watching movies and if I encounter a new word that’s when I’m interested in
learning, but I don’t keep like a plan really.”
Regarding the content and sequencing principles of vocabulary learning autonomy, which
refers to learning high-frequency words before learning low-frequency or academic words and
seeking more word information beyond the basic meaning of the word, participants of this study
acknowledged the deeper processes of learning new vocabulary. The following participant from
the experimental group shared how s/he needed to increase her/his vocabulary knowledge by
learning more academic words:
Participant A: And reading I find that interesting, so mainly reading because sometimes
when the book is Old English you learn new words because we are used to the popular
English or the informal English that is the daily English because it’s needed in the office.
Interviewer: Like colloquial English?
Participant A: Colloquial English so we need to know the formal way because in a job or
a professional manner on the States or whatever country which is English speaking you
just need to use formal language not un-informal.
Another participant from the controlled group indicated how s/he aims to increased her/his
vocabulary size from basic vocabulary to more academic or technical:
So, as I am learning in Spanish I also learn in English and extend a little bit my
vocabulary, my basic vocabulary the one I use when I’m speaking in English or
something like that.
As stated by Gu (2013), VLS depends on the learners, the task, and the learning context.
Consequently, this type of vocabulary learning autonomy principles can be marked by several
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factors and circumstances of learning. Continuous knowing the new word’s information such as
its meaning, spelling, and pronunciation, is a key principle to achieve deeper comprehension of
newly learned words. In this regard, many participants showed how much they go deeper with
their vocabulary learning processes. The following participant A from the experimental group
summarized her/his vocabulary learning processes as demanded while reading:
Well just like I previously mentioned when reading I select the words I do not know so I
can: Search the meaning, translation to Spanish (works very well for me although not
exact definition of the dictionary but I use it), listen to a word (helps when you are
speaking), definition and listening to the words, practice making sentences (with all
definitions that the word can be used in).
Another key principle of vocabulary learning autonomy is monitoring and assessment
processes of the newly learned words to support vocabulary retention for long-term. The
interview question which was as follows: “How do you keep track of your progress in
vocabulary learning,” has been asked to see how participants monitor their vocabulary learning.
In as few as seven references of monitoring and bookmark codes, participants indicated they
track their vocabulary learning using note-book or specific vocabulary note. Participant 2 stated
the following: “I have a little notebook and word I write it down and it’s like a list in some ways.
If I don’t remember the word I can go back to my notebook and I can see.”
After introducing the bookmark vocabulary note, the participants from the experimental
group realized the importance of building up not just word’s meaning but also other lexical
features such as forms, morphological structure, semantic, and phonological description. I asked
the experimental group to add any details they want to learn about in the bookmark vocabulary
note. One participant said:
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For example the bookmarks were making that really helped me because when I want to
remember a word or when I want to say something and don’t remember how to say it I
can just say that idea, and the word kind of pops into my mind, and how to use in that
context.
Vocab-Backup Strategy Five Variables Analysis
Due to the main focus of the study, a new model of VLS was hypothesized to determine
if it leads to vocabulary size and knowledge increase. This VLS model called Vocab-Backup
Strategy (VBS), the model developed by Alharbi (2015), comprises five preselected sequential
VLS processes as an acquisition trigger factor and is shown in Table 23. This study was designed
to investigate how sequentially second language learners look up new words following the five
steps continuum as follows: (a) guessing meaning of a new word with its context; (b) building
synonyms network; (c) listening and pronunciation process; (d) bookmark word search (notetaking strategies); and (e) remembering strategy for writing. The learning of individual words is
incremental and each word has its own particular learning burden (Schmitt, 2010b, p. 136). The
proposed VLS model was made to explore which of the five strategies L2 learners use orderly
(following the five steps continuum mentioned above). Adding to the scope of this research, the
qualitative part of the study elicited data about the VLS (the five sets of strategies mentioned
above) in order to rearrange their sequence in which learners look up new words. This became
part of the study assumption about investigating the use of particular VLS steps or processes to
learn and comprehend new vocabulary. In vocabulary acquisition, as noted by Schmitt (2010b),
many formulaic sequences are partially known for a number of exposures until the point where
they become mastered (p. 136).
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Table 23
Vocab-Backup Strategy Description

* Language Scale Skills: (R = reading, S = speaking, W = writing, L = listening) Adapted from
Alharbi (2015).
After the coding of the qualitative data, a hierarchy analysis compared by number of
coding references for all the codes was performed, a list of VLSs have been identified and
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corresponded with the vocabulary learning processes that the participants adhere to. In the
following section, there will be a detailed discussion of each of the VLS according to their
hierarchy order which was computed by NVivo software.
After completing the VLS intervention and from the interview data outcomes, results
show that participants deployed some different sequencing of VLS and reported learning
vocabulary in a systematic manner. According to some participants from the experimental group,
the more frequent VLS processes applied while learning new lexical items the deeper retention
of the word. This finding confirms Barcroft’s (2002, 2004, 2009) studies on English speakers
learning Spanish using a model called Most Frequently used Strategies (MFS). The author found
that more frequent use of VLS leads to a better word retention. One participant from the
experimental group shared the following opinion about achieving many strategies independently:
Yes, because it’s a systematic process and you can get better results if you follow a
scheme to get to the goal, and then you don’t spend time asking a dozen questions
because you can skip steps or miss steps, and don’t get to the goal that is learning the new
word in this case.
In addition to that, Oxford (1990) and Schmitt (2010b) stated the use of more adequate,
frequent, and reliable learning strategies will significantly lead to successful learning outcomes.
This indicates that participants from the experimental group become more familiar with the
different processes of VLSs each time of the vocabulary learning input. One participant stated
the following: “For example in the beginning it might be hard for you to use that process but the
more you repeat it—it becomes easier. So, I feel that to learn a process is pretty good.” Another
participant said: “Yes, I think I have always liked to know more vocabulary myself using the
strategies of reading words and looking for them in the dictionary but for me just when I see like
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a new word.” The participant also added in different segment: “Yes, I prefer having a process for
learning new words. I think there are searches where you search in class and it’s something that I
used in junior high.”
Building synonyms network strategy.
According to the number of synonyms association strategy code references, participants
reported paying frequent consideration to the new words’ synonyms and or antonyms, strategies
associated with making paradigmatic relations between words. This high number of using
synonyms relation strategies were counted as the most mentioned strategy from the qualitative
data outputs. In regard to the preference for using this strategy in the first place when
encountering new vocabulary, some participants from the experimental group acknowledged
how beneficial it was to link new words with its synonyms:
The synonym I—I always like to see the synonyms first because that’s – Now that—now
that you mentioned that – I love synonyms —you can see those synonyms of those basic
words and you can know it is like a combination of these, or it is easier to find another
later.
At this process of vocabulary learning, language learners have more opportunities to
expand their vocabulary knowledge explicitly. A good example is the word wheel strategy to
learn more synonyms. The word wheel is defined as a lookup method in which each character
typed, moves the on-screen index to the closest match. Peregoy and Boyle (2013) argued using
the word wheel strategy can help increase students’ ability to shift between the meanings of the
words to use it more precisely in different contexts.
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Guessing meaning from context.
Incidental vocabulary learning through contextual encounter has been regarded as a
major way native speaker increase their vocabulary knowledge (Nation &Webb, 2011). In the
case of second language learners, however, this strategy of inferring meaning from context
requires some reading skills and a preparation for new text for successful guessing, and not all
guessing attempts lead to vocabulary knowledge specially for second language learners. In other
words, there is a huge contrary connection of both meaning and context in any new word, so
many language learners stick with the meaning as their first step as they deliberate new words
and ignore its context. One participant from the controlled group shared his doubt and
uncertainty of using guessing strategy and how it leads to some confusion for him:
…but from the context maybe but it depends on how clear it is, if the sentence is a little
bit generic you do have the word. Well I don’t know if I can imply it but if they are
complete sentences with a complete context then I can use that, but most of the time no I
can’t use that strategy that good.
In this study though, participants from the experimental group were asked to guess the
meaning of new words and browse for deeper strategies such as checking different contexts of
the same word (they were allowed to use dictionaries and other materials to help them recognize
new word’s context). If the participants encountered the word amicable in a reading text, they
had to check the possible contexts in which this new vocabulary could be used. Participant D
shared how he/she explore many word’s meaning in different contexts:
Since I already know how it is written then I go to try and figure how it is used in the
context[s]. For example if I don’t know the word I first try to guess what it means like the
context of the word.
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Listening and pronunciation strategies.
At this stage, participants were allowed to use online sources or dictionary app to check
the sound of new words they encountered. The participants were also encouraged to keep
listening for the new vocabulary, check the new word’s syllables, and say the word out loud for
phonological practices. Among all the participants from both groups, listening to music and
watching movies were the main resources for vocabulary learning they reported. One participant
said: “Well I prefer to listen to the words because I have a great listening memory based on
hearing so I prefer to listen to the word or say it out loud.” Another participant shared how
he/she likes to increase or learn his/her vocabulary knowledge by watching more movies, stated
the following: “There are a lot of new words in movies so that’s what I like to do just watch
movies.” Some participants used extra listening and/or pronunciation strategies to learn the
phonological features by repeating new lexical several times. One stated, “Like I was saying I’d
rather hear the word. I do two things (1) I learn the word (2) I also know how to say the
phonetics stuff.”
Bookmark word search (note-taking) strategies.
As mentioned earlier, participants from the experimental group were given a vocabulary
notebook formula, which it is named bookmark word search because this note make participants
write, check, mark, and repeat the process of learning new words at one place (see Appendix D),
but also record the participants’ vocabulary learning outputs for the qualitative analysis purposes.
After completing the VLS intervention, almost all the participants from the experimental group
maintained high productivity by learning new vocabulary using the VLS formula and added to
the vocabulary learning outcomes (more details on this discussion will be presented on the
observational notes section).
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Remembering strategy for writing.
Participants took the initiative of the writing strategy to learn new words for several
reasons. In this study, participants were asked about their writing strategies, with the following
question: “When you don’t know an English word when writing, what do you do?” in order to
investigate the deeper VLS they deploy during the vocabulary learning process. One participant
from the experimental group said, “Basically I look for something that describes this word and
then check the synonyms and—and write the synonyms or something like that.” Many
participants reported writing new words many times for better mastering it and assist in retention
of its meaning. One participant from the controlled group stated:
…or to write a lot—a lot of sentences about that word when I discover the meaning or
something so I can remember then in the future, “Oh, I wrote something about this word
so I now remember the meaning” something like that.
Deploying writing strategies using cognitive manipulation behaviours for form-meaning
recognition is a very common strategy by all the participants. This learning strategy supported
the vocabulary acquisition process by acquiring multiples linguistic features at a time (e.g.
morphological, syntactic, semantic, and phonological). Approximately 4 out of 5 participants
reported using remembering strategies for writing, which was used for the cognitive vocabulary
retention purposes during the vocabulary learning process. One participant from the controlled
group reported using writing new learned lexical item on a separate note by stating the
following: “[I] think a good strategy is, for example right now where doing words in separate
papers but what I have is a notebook only with the words not with the meaning only with the
words.”

111

Writing strategy for vocabulary learning was the least used strategy among all the
participants. This does not indicate that knowing how to write new learned words is insignificant
than other strategies reported in this study. It is the context and the scope of this study where
remembering strategies for writing became less favored by the participants involved in this
research.
Observational Notes from the Experimental Group on VBS
This section of the study covers the VBS outcomes obtained from the classroom notes,
observations, discussions with the teacher and from the vocabulary notebook (bookmark word
search formula) given to the experimental group. The motive to include this section is to shed
light on the VLS intervention outcomes and to reflect on whether the treatment worked or did not
and why. The embedment of the VLS strategy treatment during this study was managed and
monitored by the English teacher and the lead investigator. It was purposefully placed within the
English class syllabus in which the teacher decided to have this intervention imbedded (at the
last 10–15 minutes of each class) with The Learning Guide assigned by the school. At this high
school, where this study took place, every student must complete, manage, and reflect on their
learning guide for each subject. The school describes and defines its main educational
competencies model’s rational for the English language subject as follows:
This guide helps to develop the competencies established by the Learning Unit English
IV of the Bilingual Baccalaureate, which through its four stages proposes activities that
develop the second language acquisition according to Marzano's taxonomy. It starts with
a diagnosis [stage] to help students identify strengths and areas of opportunity.
Subsequently, it continues with knowledge, organization and hierarchization, application,
metacognition activities, and ends with the integrative product of the corresponding
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stage. Some of these categories were put together to design activities where two of these
levels work alternately. (The Learning Guide Syllabus, obtained from the school
administrative office, The Universidad Autónoma de Nuevo Leon).
To ensure the validity and correctness of delivering and teaching VLS to the participants,
major fundamental procedures in teaching VLSs were shared with and distributed to all the
English teachers involved in this study. These guiding VLSs teaching principles were
summarized and extracted from Nation (1990, 2013) on teaching and learning vocabulary. They
are as follows:
1) Identify the strategies that are new for learners.
2) Explicitly explain how to use the new information or strategies.
3) Model how to use the new information or strategies.
4) Explain when to use the new information or strategies.
5) Explain to the learners how the new information or strategy will help them.
6) Give learners an opportunity to practice using the new information or strategy.
7) Give learners an opportunity to discuss the new information or strategy with others.
During the VLS intervention, close observations to all treatment sessions were
maintained and followed up with the English teacher and students too to see and narrate every
feedback and comments about the VBS model. According to the English teacher, participants
demonstrated their best efforts of learning and using VLS in each class to their vocabulary
learning outputs on the bookmark formula for each new learned vocabulary (five new words
each class). For the English subject, teachers use Interactive Reader textbook for grade 10
(McDougal, 2012). The teaching approaches used in this high school is mixed of grammartranslation and communicative methods with some interactive technological resources used
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during classes. Each participant from the experimental group, turned in their bookmark-notes
formula after completing the intervention sessions altogether. The following Figure 14 illustrates
samples of the bookmark-notes collected from the experimental group’s participants:

Figure 14. Samples of the participants’ Bookmark-note.
Participants were encouraged to add as much detail of the new word information as they
could to master it. Continuing with this sequential VLS process, they applied the strategies and
learned different linguistic features for each new vocabulary. Participants established, practiced,
and mastered each word form-meaning linkage. Schmitt (2010a) stated, “Form meaning linkage
is the most basic vocabulary knowledge possible” (p. 30). With the incessant practice using VLS
formula, participants reflected on the four strands of (a) meaning-focused input, (b) languagefocused learning, (c) meaning-focused output, and (d) fluency development (Nation, 2013).
VLS learning outcomes
The school principal, the English teachers, and the participants were very engaged with
the research study immediately and positively. After the commencement of the VLS
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intervention, most participants had very little or no experience on the variations of VLSs. The
participants were instructed on how to use and apply the preselected five sequential VLSs
beforehand. Fulfilling this study condition was not included with the study treatment period (4week intervention). Participants were excited and keen about their vocabulary learning
development each class. This positive self-regulating motivation about their vocabulary learning
translated into their integrations of each step of the proposed VLS model. According to Tseng et
al. (2006), commitment control in their system of self-regulatory strategies (Self-Regulatory
Capacity in vocabulary learning) was confirmed. The participants acknowledged and met
Nation’s principle eight of the autonomous vocabulary learning that is, building their awareness
of their progress in vocabulary learning.
Unlike self-report questionnaires, participants applied and used the preselected VLSs
during the intervention time, which support our conclusions about the convergent of both the
quantitative and qualitative data. In this regard, the sequence and frequency of use for the VLSs
from the interview’s findings reported that participants favored mostly guessing meaning from
context, synonyms relation strategies, and dictionary use as initial attempts for their vocabulary
learning. After these three VLSs, there is a substantial drop in frequency for the other strategies
(e.g., bookmark-note taking strategies, listening and pronunciation strategy, remembering
strategy for writing).
Discussion
The current chapter encompassed a hypothesized qualitative approach in order to
examine the effectiveness of using sequential VLS that Spanish–English speakers use and how
it leads to vocabulary acquisition and knowledge. The qualitative approach herein was designed
and built around preselected VLSs and predefined VLS frameworks, including Schmitt’s (1997)
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and Gu’s (2013). This section discusses the outputs and results of the qualitative data from the
interviews which covered the study’s second phase of the research questions. Before
interpreting and analyzing the qualitative part, twofold significant arguments assumed by
Schmitt (2010b) concerning strategy use should be emphasized. In the first argument, Schmitt
asserted, “It is not what learners do that makes them strategic learners, but rather the fact that
they put creative effort into trying to improve their own learning” (p. 91). The author then
argues the more recent learning strategy approach specifies that it is not important how many
strategies are applied, instead of that, how well they are applied. Discrepancies and or frequency
of strategy use was always related to the participant’s personal learning style, the task, and the
way of use. Schmitt stated the following:
At one extreme, one can go a long way by using only one strategy that perfectly suits
the learner’s personality and learning style; and even if someone uses several
strategies, it does not necessarily mean that the person is an able strategy user.
(Schmitt, 2010b, p. 93)
Vocabulary Learning Strategy Use.
Researchers have extensively studied the common variations of VLS categories (Ahmed,
1989; Fan, 2003; Gu, 2005; Gu & Johnson, 1996; Nation, 2013; Sanaoui, 1995; Schmitt, 1997).
In vocabulary learning, a common sense in the use of learning strategies is the way “a learner
views vocabulary influences the strategies s/he will [use]” (Gu, 2005, p. 3). Alharbi (2015)
maintained, “Lexical competence requires rigorous activities in order to [attain] vocabulary
knowledge and to assist in language usage” (p. 503).
The present study sought to investigate the effectiveness of using specified sequential
processes of VLSs by bilingual learners and the impact it makes on their vocabulary acquisition
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development. The findings of this part of the study, correlate with the statistical results as each
preselected VLS was recorded (number of references for each strategy) on the same order
proposed according to their frequency from the interview data outputs. The findings of the
interviews propose the more frequent, consistent, and deeper vocabulary learning process the
experimental group participants made, the better vocabulary retention and or knowledge
fulfilled. This finding shares some commonalities with many studies on VLS taxonomies
(Barcroft, 2009; Clarke & Nation, 1980; Fan, 2003; Gu, 2005; Nation, 2013; Sanaoui, 1995). A
particular scope of this study indicated and found that participants usually performed three to
four systematic VLS processes for every single new vocabulary they encountered. These VLS
processes usually include guessing meaning from context, synonyms relation strategies,
dictionary use, bookmark-note taking strategies, and/or listening and pronunciation strategy.
Sanaoui identified this type of vocabulary learning approach as a structured approach—that is
learning vocabulary in a systematic way, setting criteria for the selection of words, engaging in
self-initiated learning activities, keeping a systematic note of vocabulary items being learned,
and regularly reviewing their records (Gu, 2013, p. 6117). In contrast, the controlled group, used
unstructured approach, referring to the second type of vocabulary learning approach (Sanaoui,
1995), and maintained fewer or no independent VLSs, did not keep records or notes of the new
learned lexical and other learning strategies.
Sequential VLS processes.
The qualitative findings suggest the sequential processes of VLS used led to vocabulary
acquisition depending on three factors: (a) accuracy of using the strategy, (b) maintaining
continuous self-motivation in vocabulary learning, (c) maintaining frequency of use. In regard to
the first factor, the ability to manage and use VLSs properly is what distinguished proficient
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learners and nonproficient. Gu (2010) stated several studies were conducted on learner’s
deliberate and strategic effort in learning vocabulary (Barcroft, 2009; Tseng & Schmitt, 2008).
The second factor has a crucial impact on the learners’ vocabulary learning outputs since
vocabulary learning is a nonending task. The findings suggest the motivation and excitement
brought by the participants to learn more vocabulary using a specific process, led to increase in
general learning outcomes and particularly in learning vocabulary. Participants were more
engaged with the syllabus, classroom discussions, and participations during the VLS intervention
time. Regarding the third factor, frequency of use, Barcroft found more frequent use of VLS lead
to higher retention of the newly learned words.
Participants from the experimental group also became more familiar with the different
processes of VLSs each instance of the vocabulary learning input. According to TOPRA model
for vocabulary acquisition by Barcroft (2002, 2004), acquisition of vocabulary occurs or
establishes itself in three distinct levels: (a) acquisition of form, (b) acquisition of meaning, and
(c) acquisition of form-meaning mapping. Participants of this study were found more likely to
learn about the form and or meaning processing at the time of vocabulary learning. The proposed
sequential VLS continuum remained at the same hierarchy level for each strategy. There was not
majority of one sequence of VLS over the others as L2 learners vary in their vocabulary learning
style. Not all participants recorded using more processes during vocabulary learning, and
different language input required different learning strategies. Gu (2005) stated, “If the task of
vocabulary learning is multifaceted, different dimensions of the lexicon would demand different
learning strategies, and strategies suitable for one dimension might not be suitable for another
dimension” (p. 194). The preselected strategies interrelating with vocabulary size was revealed
in this study, which is more associated with vocabulary knowledge dimension. The findings of
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this study apply only to its specific context which was limited to an explicit group of
participants. As part of the sequential VLSs use, participants were recorded performing two
types of VLS: initial-VLS processes and consolidated-VLS processes. In the first type,
participants tended to use more cognitive and/or meaning-oriented strategies such as guessing
meaning from context strategy, synonym relation, note-taking strategy, saying a new word out
loud, dictionary use (look-up strategy) or repetitive writing of the newly learned lexical (see
description of each strategy above). In the consolidated-VLS processes, participants relearn the
new vocabulary using more social and/or metacognitive strategies. Due to the fact this study was
conducted within a 4-week intervention period, significant findings of this particular scope might
support follow-up research with longer VLS treatment time. This limitation of the study emerged
after the analysis and the interpretation of the qualitative data.
Participants’ autonomy of vocabulary learning
It is indisputable to think of learning vocabulary without considering the self-control or
self-regulation aspect of it. Nation (2013) suggested that the more learners are aware of how
learning is best carried out, the better the learning is likely to be (p. 583). Nation also proposed
that autonomy relies on three factors: attitude, awareness, and capability. In the context of the
present study, participants were introduced to and educated about how they could be autonomous
learners for the purpose of applying the proposed VLS model. The participants were also
presented with the eight autonomous vocabulary learning principles developed by Nation in
order to elevate their awareness of this aspect and become active autonomous learners. In this
regard, and according to the VLS formula notes outputs, participants from the experimental
group achieved a higher level of being autonomous learners compared to the controlled group
participants. Their attitude toward autonomy and awareness of it were evident as they integrated
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and deployed the best knowledge of their learning styles. Participants were also capable of
handling and taking charge of their learning every step of the VLS processes. Indication and
outputs of their autonomy in vocabulary learning were observed through their VLS formula
notes.
Summary of the Findings
By means of a qualitative method, Chapter 5 outlined the beliefs and the strategy use
profile of bilingual learners in learning vocabulary. The output of this study concerned the
participants’ view points from both groups. The participants’ pool for the interview consisted of
10 12th grade bilingual Spanish–English speakers at a high school in Mexico. This study
indicated that participants (from both groups) usually performed three to four systematic VLS
processes for every single new vocabulary they encountered. Preselected VLSs were used and
examined in relation to vocabulary size and knowledge. Demonstrations of sequential VLS
processes were identified and recorded significantly among the participants from the
experimental group. The findings of this part of the current study concerned itself only with the
vocabulary size and the use of sequential VLS for vocabulary acquisition development but not to
English proficiency.
The context of this study was concerned with different sets of predefined VLS categories
such as cognitive strategies, memory strategies, metacognitive strategies, and dictionary
strategies. The qualitative outcomes supported and confirmed the VLSs sequencing processes
from the statistical data. The results showed participants deploy some different sequencing of
VLS and reported they learned new vocabulary in a systematic manner. Participants from the
experimental group reported that the more frequent VLS processes were applied while learning
new lexical items the deeper the retention of the new word. In short, as part of the sequential
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VLS use, participants were recorded performing two types of VLS: initial-VLS processes and
consolidated-VLS processes. In this regard, the sequence and frequency of use for the VLSs
from the interview’s findings reported that participants favored mostly guessing meaning from
context, synonyms relation strategies, and dictionary use as initial attempts for their vocabulary
learning. Last but not least, acknowledgment of the sequential VLS processes were utilized to
support vocabulary acquisition to increas vocabulary size scores. The findings herein are
applicable only to its contexts, instruments used, methodology, and the participants. This type of
qualitative study in VLS has not been investigated previously with the same application of a
specific scheme of sequencing VLSs. Future research and follow up studies are recommended to
consider choosing L2 learners from different linguistic backgrounds and expanding the study
pool and the intervention time to reach a robust finding.
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Chapter 6: Discussion and Conclusion
In this chapter, I provide a synopsis of the major findings (from both the quantitative and
qualitative data) in the present study. Also, this chapter includes and concludes the current
study’s pedagogical implications drawn from the study questionnaire, pre and post VST results,
VLS intervention outcomes, interview data, discussion, and conclusion. I present the
contributions of this study regarding the current knowledge on vocabulary learning strategies
considering the limitations of this study.
Summary and Discussion
Prior to discussing the study’s main findings, it is important to highlight which areas and
frameworks of vocabulary acquisition are covered in this study to acknowledge commonalties of
previous research findings with the current study. This study on vocabulary acquisition intersects
with multidisciplinary frameworks including language learning strategies, VLSs,
psycholinguistics, neurolinguistics, vocabulary teaching and learning, text coverage and
vocabulary size, specialized vocabulary, and the four language skills. This section includes a
synopsis of the major findings and offers the implications that I believe are most important and
essentially relevant to bilingual Spanish–English learners. Then, the chapter ends with
recommendations for further research, highlights of the study’s limitations, and the conclusion.
In this study, I highlighted the above-mentioned frameworks and how the recent
vocabulary acquisition literature helps us understand the strategies/tactics ELLs use for their
vocabulary learning. Due to the fact that second-language learners fail to have sufficient
vocabulary knowledge, VLSs have been considered as a determinant for a successful growth of
their language learning. However, recent studies on learning strategies (e.g., Gu, 2010; Oxford,
2011) and on VLS (e.g., Schmitt, 2010b; Tseng et al., 2006) address the need of the quality
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factors of the learning strategies research rather than quantity factors. Ma (2009) stated that
“Deep or shallow strategies determine the quality of vocabulary knowledge” (p. 166). With such
emphasis and focus in VLSs research, the current study looked at the quality side of the
participants’ VLSs use by considering and using multiple vocabulary acquisition measurements
(e.g., VLSQ, VST, VLS intervention, observations, interviews). In this study, the experimental
group participants gained a larger vocabulary size due to deploying the preselected sequential
VLS processes. This achievement in language development and more particularly in L2
vocabulary acquisition were linked to the use of deeper VLS processes during vocabulary
learning. Similarly, Ma (2009) suggested that the process of vocabulary acquisition is cyclical
based on her VLSs process-oriented approach findings, which supports Tseng and Schmitt’s
(2008) model of vocabulary learning called the Structural Equation Model of Motivated
Vocabulary Learning (see Chapter 4 for more detail) an enhanced version of the SEM by Tseng
et al., (2006). Hence, this finding shares some commonalities with many studies (e.g., Barcroft,
2009; Clarke & Nation, 1980; Fan, 2003; Gu, 2005; Ma, 2009; Nation, 2013; Sanaoui, 1995).
Accordingly, validation of the assumption of a certain sequential VLS processes as one model
for learning new vocabulary has been confirmed. In this model, guessing meanings from context
strategy and using synonym relation were the most frequent VLSs mentioned by the participants
followed by dictionary use strategies (e.g., physical dictionary, online, and app dictionary).
Determining whether the participants follow VLS schemes or processes during vocabulary
learning have been also identified as it pertains to one of the current study’s main goal.
Additionally, vocabulary size, text coverage, and the word-lists (first 14th word-families)
are linked with successful growth of the vocabulary knowledge (Nation, 2013; Nation & Webb,
2011; Schmitt, 2010b; Schmitt & Tseng, 2008). Although, in this study text coverage of the
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participants’ vocabulary knowledge was not investigated during data collection and analysis,
only vocabulary size and the word-lists were examined and analyzed in order to determine any
significant change of the overall vocabulary size. Autonomous vocabulary learning was another
factor related to the successful use of VLSs among second-language learners (Nation, 2013). In
general, the participants acknowledged and met good commitment control of their self-regulatory
strategies (Tseng et al., 2006) and Nation’s principle eight of the autonomous vocabulary
learning, that is, they built an awareness of their progress in vocabulary learning. Setting these
vocabulary acquisition frameworks (the above mentioned) were accounted for as fulfilling this
study’s main goals. My main VLSs models that have been used to answer this study research
questions are Schmitt’s, (1997), Gu’s (2013), and Alharbi’s (2015) VBS.
Major findings.
To reiterate, the study answered two phases of the research question which will be
addressed herein. In general, the data show the vocabulary size and knowledge gained by the
study’s bilingual Spanish–English speakers (N = 70) before and after a VLS intervention. Also,
the findings indicated different use of the preselected sequential VLS processes to reach a
common ground theory about the hypothesized VLS model. The results of this study yielded
further empirical insights on the theory of vocabulary learning, which assumes that for second
language learners to enhance their vocabulary knowledge, they must deploy different layers of
sequential VLS processes instead of learning the basic meaning of the new lexical unit or relying
on one strategy during vocabulary development. Answering the first phase of the research
question (Which VLSs do bilingual learners deploy for their vocabulary learning and how
effective are they?), the study suggests participants prefer and perform sets of learning strategies
for their vocabulary learning. Of the five VLSs used, learning meaning with context and
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synonym relation strategies were the most frequent and effective VLSs among all the
participants. However, other sets of VLSs, such as listening and pronunciation, bookmark or
note-taking strategies, and remembering strategy for writing, have been reported at different
usage frequencies. The statistical analysis suggested the following two major findings: (1) the
growth of vocabulary size is due to deploying certain sequential VLS processes, and (2) the
assumption of certain sequential VLS processes as one model for learning new vocabulary is
validated. Regarding the second phase of the research question, the effective use of sequential
VLS processes, I recorded participants performing two types of VLSs: initial-VLS processes and
consolidated-VLS processes. Furthermore, the sequence and frequency of use of the VLSs from
the interview data conveyed that participants preferred regularly guessing meaning from context,
synonym relation strategies, and dictionary use as initial attempts for vocabulary learning. In
short, the bilingual Spanish–English speakers who participated in this study instituted a
systematic VLS process, but this varied according to the following three factors: (1) the
participants’ motivation to learn vocabulary, (2) when the task required constant vocabulary
learning, and (3) the consistency and frequency of VLS use.
Vocabulary size.
This study’s findings concern only receptive vocabulary knowledge and the vocabulary
size scores of the participants. Testing vocabulary is similar to testing in other areas of language
knowledge and use (Nation, 2013, p. 514). The participants’ general vocabulary size recorded in
this study ranged between 7,000–9,000 word-families (prior to the VLS intervention). However,
a change in the vocabulary size level of the experimental group participants (N = 35) was
significantly observed (from pre VST 7,000–9,000 to 9,500–10,500 word-families). A significant
change of the frequency of the experimental group participants’ overall VST who scored 9,500–
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10,500 word-families was recorded, which means the phenomenon of vocabulary acquisition
occurred during the VLS intervention.
In vocabulary studies, vocabulary size tests can indicate the average vocabulary size of
the language learners; however, different levels of vocabulary knowledge require more
sophisticated tests such as the Vocabulary Knowledge Scale (Wesche & Paribakht, 1996), the
Vocabulary Level Test (Nation, 1990), and the Vocabulary Size Test (Beglar, 2010; Nation &
Beglar, 2007). Each of these tests focuses on one area of vocabulary knowledge that can be
tested either with a yes/no test or by using a scale to measure degrees of word knowledge. The
average vocabulary size required to comprehend and be able to communicate in English as a
second language has been researched extensively. Tseng and Schmitt (2008) summarized the
English vocabulary size needed for lexical requirements as follows:
•

2,000–3,000 word families for basic everyday conversation (chat);

•

3,000 word families to begin reading authentic texts;

•

5,000–9,000 word families to independently read authentic texts; and

•

10,000 word families, a wide vocabulary, to allow most language use.

VLS use.
One approach of facilitating vocabulary learning that has attracted increasing attention is
VLS (Schmitt, 2000, p. 132). Thus, in this study I instituted several measurements of what and
how VLSs are being applied to learn new words. However, as stated earlier, I investigated only
the preselected VLSs to find out which VLS sequence or process most commonly leads to
vocabulary acquisition. In other words, I developed the present study to investigate the
effectiveness of using specified sequential processes of VLSs by bilingual learners and the
impact it makes on their vocabulary acquisition. In general, both quantitative and qualitative

126

findings of the study correlate with the sequential VLS model proposed and the subsequent
increases in vocabulary size scores. As discussed in Chapter 4, all participants agreed to use the
proposed sequential VLS model in this study. This also confirms Alharbi’s (2015) five VBS
steps including the following: (1) Guessing meaning of a new word with its context; (2) Building
synonym network; (3) Listening and pronunciation (speaking) process; (4) Bookmark word
search (note-taking strategies); and (5) Remembering strategy for writing. Correspondingly, the
findings of the interviews proposed that the more frequent, consistent, and deeper vocabulary
learning process the experimental group participants made, the better vocabulary retention and/or
knowledge fulfilled. The qualitative findings show that participants performed two types of VLS:
initial-VLS processes and consolidated-VLS processes. In this regard, the sequence and
frequency of use for the VLSs from the interview’s findings reported that participants favored
mostly guessing meaning from context, synonym relation strategies, and dictionary use as initial
attempts for their vocabulary learning. While this study offers a specified VLS model, it is highly
significant to note here that VLS use varies depending on the learners’ motivation to learn new
vocabulary. Tseng and Schmitt (2008) identified two components of VLS use: strategic
vocabulary learning involvement (SVLI) and mastery of vocabulary learning tactics (MVLT).
The SVLI dealt more with the quantity dimension of strategy use, while the MVLT entailed the
quality of strategy use to master a specific strategy. Finally, several studies have shown that
deeper processes of VLS, such as keyword method (Hulstijn, 1997), guessing the meanings of
words from context (Clarke & Nation, 1980), note-taking (Ahmed, 1989), and forming
association (Cohen & Aphek, 1981) are crucial in language learning.
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Pedagogical Implications
Over many decades, researchers have offered several teaching implications about
vocabulary learning in second language learning (e.g., Barcroft, 2012; Gu, 2005; Nation, 2008;
Schmitt, 2010a; Sökmen, 1997). In the context of this study, the outcomes offer some significant
implications for bilingual Spanish–English learners and might apply to other bilingual learners
from different linguistic backgrounds. Participants of this study were advanced bilingual students
and were in the last semester of high school level. The average vocabulary size they attained
prior this study was 7,000–9,000 word-families, which is higher than their counterparts (EFL
learners at the same level). However, despite their vocabulary size scores, none of those
participants had learned VLSs at schools or in their current class syllabi. Thus, the lack of
teaching VLSs was obvious in several English curricula during the study period. There are
infinite boundaries on how to teach VLSs in second language teaching. Also, researchers must
consider many factors in vocabulary learning and teaching altogether, for instance, teachers’
role, vocabulary teaching strategies, learners’ proficiency level, and the method used to deliver
the learning strategies. The central argument here is that educational institutions should teach
VLSs as they offer an essential way for bilingual learners to be autonomous and take charge of
their vocabulary learning at every new step of their language learning process. Furthermore,
building on the essence that it is impossible to teach all vocabulary to students nor they can learn
every new word by themselves, Sökmen (1997) asserted that helping second language learners
“learn how to continue to acquire vocabulary on their own” is highly important. Consequently,
ESL/EFL teachers must: (1) be trained in teaching VLSs; (2) add VLS training sessions to the
English syllabus; (3) expand opportunities for learners to explore their beliefs and the different
categories of VLSs (e.g., cognitive, metacognitive, social, and affective strategies), and (4) ask
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learners to pick their favorite strategies in a group-work session with their peers to “experience
what Resnick, (1989) calls a ‘cognitive apprenticeship’” (Sökmen, 1997, p. 255). Additionally,
building on previous studies, Alharbi (2015) asserted that endorsement of VLSs would
significantly assist ELLs to “maintain their skills to build intact relationship with vocabulary
during language development. It is to be suggested to offer and expose ELLs to different VLSs
in order to sustain their self-regulation practices in the classroom” (p. 510). However, learning to
use a learning strategy requires more effort and time. Hence, to get the students familiar with any
strategy, Nation (2008) offered strategy training recommendations as follows:
Complex strategies like guessing from context, using word cards, using word parts, and
dictionary use are not learned by spending one lesson on them. They need to be built up,
practiced and made more fluent over a reasonably long period of time. It is thus worth
planning a mini-syllabus for the development of a strategy. The factors involved in the
stages of this syllabus can involve a movement from the teacher demonstrating the
strategy, the learners and the teacher doing it together, the learners doing it in groups and
finally the learners doing it individually. (p. 77)
The value of considering teaching VLS in the L2 classroom context can positively
influence many linguistics features that the language learners need to be competent at (e.g.,
speaking, writing, reading skills, etc.). They can build on different learning styles that they might
not be aware of which in turn, could assist them succeed in language development. Another
aspect of this study is to make the learners aware of the deeper processes of vocabulary learning
since vocabulary knowledge is incremental in nature. Teachers can explore with the learners the
different sequences of VLS process they deploy for each new word to be fully mastered. The
variations of different strategies used among learners are expected to arise, but teachers must
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encourage them to use the ones they feel more competent in. Additionally, EFL/ESL teachers
must continue encouraging the learners to expand their vocabulary size, plan their vocabulary
learning, and setting-up strategies plans, and explore new texts everyday for best vocabulary
knowledge development.
Another facet of this study implication is helping learners become autonomous learners
and explore self-regulation in language learning. Indeed, learning to use VLS cannot be achieved
or accomplished unless learners become independent in their vocabulary learning. Also, since
learning vocabulary is a nonending task, teaching vocabulary should be built on how to make
learners autonomous and familiar with the different strategies of vocabulary learning including
language learning strategies. According to this study’s outcomes, participants were excited and
keen about their vocabulary learning development in each class. This positive self-regulating
motivation about their vocabulary learning translated into their integrations of each step of the
proposed VLS model. Thus, introduction of Nation’s eight principles of autonomous vocabulary
learning is highly encouraged to be presented in L2 classrooms to build vocabulary learning
awareness practices among L2 learners.
Limitations
Due to the fact that this study answered very specific research questions, it has some
limitations. First, all self-reported VLSQ responses may yield different outputs depending on the
learners’ attention and focus to answer each item. Second, the study uses only VST in order to
gauge learners’ vocabulary size (general vocabulary knowledge). However, it would be more indepth if other vocabulary tests (e.g., Vocabulary Level Test) were used to examine the
participants’ productive vocabulary knowledge level. Also, this limitation could not be met due
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to the long lengths of these vocabulary tests which may interrupt students’ participations in their
regular classes.
Furthermore, the 4-week VLS intervention time was not enough for the participants to
tryout the proposed sequential VLS model which could have more washback effect if it was for
longer treatment sessions. It was not possible to extend this study time due to participants’
academic involvement and participations in other subjects and preparations for midterm tests.
Finally, the study pool was limited to (N = 35) for each group due to the lack of access to a
bigger number of students on the same academic level.
Future Research Recommendations
This study embarked from a new perspective to look at and investigate the deeper
sequential processes of VLSs used by bilingual learners for their vocabulary acquisition
development. Most studies on VLS identify or explore what kind of learning strategies second
language learners deploy during vocabulary learning (e.g., Gu & Johnson, 1996; Kudo, 1999;
Schmitt, 1997; Stoffer, 1995), VLS frequency of use as in Barcroft (2009), or how well they use
them (e.g., Ahmed, 1989; Fan, 2003; Lawson & Hogben, 1996; Sanaoui, 1995). Consequently, I
think future research on VLS should focus more on the dynamic processing side entailed in
vocabulary learning. As Schmitt (2000) stated, “vocabulary acquisition is incremental in nature”;
language learners typically perform sets of VLS processes for each new word they encounter to
master these new lexical units. To my knowledge, no single study (both quantitatively and
qualitatively or even mixed method) has investigated the sequential VLS processes that language
learners use for vocabulary development except Alharbi’s (2015); however, Gu (2005) addressed
the need for “vocabulary research that systematically focus on the process of vocabulary
acquisition” (p. 195). His study marked the only research that looked at VLS processes in the
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EFL context. Future research should explore the variations of these sequential VLSs processes
and which one leads to more effective vocabulary acquisition. Since this area of research needs
replication studies, future research should focus on teaching learners how to best use VLSs rather
than testing hypotheses or looking at one common VLS taxonomy. As such, SLA research needs
to broaden experimentation and interventions on strategy training to discover the
interrelationship among substrategies used, which sequences or combinations of VLSs lead to
more vocabulary acquisition, which type of language learners usually attain these different
processes, and in which context they have been used.
Conclusion
“The conception of vocabulary as a dynamic complex of knowledge plus skill is
especially important in the understanding of vocabulary learning strategies” (Gu, 2005, p. 194).
Learning and teaching VLSs are necessary to address the urgent need to improve second
language vocabulary learning. Thus, it is imperative for SLA research to reveal which sequential
VLS processes most efficiently and effectively lead to L2 vocabulary acquisition. This study
intended to investigate and explore the variety of VLS sequences/processes that bilingual
learners perform, mapping out the harmony between strategies and the learning results. The VLS
model presented in this study, VBS, is definitely not comprehensive, but it does look at different
VLS processes and how they impact vocabulary learning. Accordingly, our knowledge of this
particular research area is still in the early stage, and consequently, we need more explanatory
and exploratory research to move forward.
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Appendices
Appendix A: Vocabulary Learning Strategies Demographic Questionnaire

Biographical Information
1. What is your gender?
2. What is your grade?
3. What is your Coded Name?
1) Use your First and Last name initial (e.g. Andrew Michele: AM). 2) Then add the
month and the year of your date of birth (2/4/1994: 41994). 3) Your Coded Name will
look like this AM41994. 4) Once you finish these steps, try save your coded name in a
safe place.
4. Please select your native language from the list?
5. What language/s do you speak other than your native language? (Choose your second
language that you are learning right now).
6. How many years did you learn your second language? (This include all your time
reading, writing or studying the second language).
7. Have you been to any English-speaking country?
8. Please indicate which of the following countries you have been to. (Lists of EnglishSpeaking Countries).
9. How many years did you live there?
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Appendix B: Vocabulary Learning Strategies Interview Questions
Some of the interview questions of this study are stimulated and adapted from P. Y. Gu’s, book
“Vocabulary Learning Strategies in the Chinese EFL Context” (2005) Appendix 3 p. 204.
•

About self in vocabulary learning
1. Do you see yourself as good at learning vocabulary? In what ways are you good at it?
(e.g., having a good memory, Found successful strategies, or some other strategies).
2. People have different styles of vocabulary learning. Some must see the word before it
is remembered, others might prefer to hear the word. What is your personal style?

•

•

•

•

•

About vocabulary learning strategies
1. What, do you think, are the vocabulary learning strategies that work best for you?
And those that don’t work for you? Why?
2. Did you develop any vocabulary learning strategies at and/or while studying
English language at school? Or did you develop it as a self-learn technique for
yourself?
3. Do you prefer using more than one strategy to learn and comprehend the new
vocabulary? In other words, do you use certain processes or sequences of
strategies to help you learn and retain the new words? (e.g., first check the word
meaning, then see how it pronounced, third, see the synonyms or antonyms, and
so on).
About vocabulary learning planning
1. Do you plan your vocabulary learning? How?
2. Do you prefer using more than one strategy to learn and comprehend the new
vocabulary?
3. Do you deliberately try new strategies to learn vocabulary? If so how often do
you do that?
Monitoring vocabulary learning
1. How do you keep track of your progress in vocabulary learning?
Evaluation
1. When someone tells you about a “good” strategy to learn vocabulary, what do
you do when see that it doesn’t work for you? ( do you simply abandon it, try
it again and see if it works, try to find a better strategies, or fall back to your
original strategies?)
Cognitive aspect of vocabulary learning
1. Can you think of as many strategies as possible that YOU YOURSELF USE
to learn English vocabulary?
2. What do you do when you encounter new words while listening?
3. What do you do when you encounter new words while reading?
4. When you don’t know an English word when speaking, what do you do?
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5. When you don’t know an English word when writing, what do you do?
6. How do you enlarge your passive vocabulary size?
•

Affective aspect of vocabulary learning
1. Some say vocabulary learning is tiring, boring, and even overwhelming. What
is your comment on this? And how do you cope with these problems?
2. Do you learn certain vocabulary learning strategies at your school?
3. Do you learn new and/or academic vocabulary using sequential vocabulary
learning strategies process? If so, to what extent do you use sequential
vocabulary learning strategies to learn them?
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Appendix C: The Vocabulary Size Test (First five-thousands).
Circle the letter a, b, c, or d with the closest meaning to the key word in the question.
First 1,000
10. BASIS: This was used as the basis.
a. answer
b. place to take a rest
c. next step
d. main part

1. SEE: They saw it.
a. cut
b. waited for
c. looked at
d. started
2. TIME: They have a lot of time.
a. money
b. food
c. hours
d. friends
3. PERIOD: It was a difficult period.
a. question
b. time
c. thing to do
d. book
4. FIGURE: Is this the right figure?
a. answer
b. place
c. time
d. number
5. POOR: We are poor.
a. have no money
b. feel happy
c. are very interested
d. do not like to work hard
6. DRIVE: He drives fast.
a. swims
b. learns
c. throws balls
d. uses a car
7. JUMP: She tried to jump.
a. lie on top of the water
b. get off the ground suddenly
c. stop the car at the edge of the road
d. move very fast
8. SHOE: Where is your shoe?
a. the person who looks after you
b. the thing you keep your money in
c. the thing you use for writing
d. the thing you wear on your foot
9. STANDARD: Her standards are very high.

a. the bits at the back under her shoes
b. the marks she gets in school
c. the money she asks for
d. the levels she reaches in everything
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10. PRO: He’s a pro.
a. someone who is employed to find
out important secrets
b. a stupid person
c. someone who writes for a newspaper
d. someone who is paid for playing
sport, etc.

Second 1,000
1. MAINTAIN: Can they maintain it?
a. keep it as it is
b. make it larger
c. get a better one than it
d. get it
2. STONE: He sat on a stone.
a. hard thing
b. kind of chair
c. soft thing on the floor
d. part of a tree
3. UPSET: I am upset.
a. tired
b. famous
c. rich
d. unhappy
4. DRAWER: The drawer was empty.
a. sliding box
b. place where cars are kept
c. cupboard to keep things cold
d. animal house
5. PATIENCE: He has no patience.
a. will not wait happily
b. has no free time
c. has no faith
d. does not know what is fair
6. NIL: His mark for that question was nil.
a. very bad
b. nothing
c. very good
d. in the middle
7. PUB: They went to the pub.
a. place where people drink and talk
b. place that looks after money
c. large building with many shops
d. building for swimming
8. CIRCLE: Make a circle.
a. rough picture
b. space with nothing in it
c. round shape
d. large hole
9. MICROPHONE: Please use the microphone.
a. machine for making food hot
b. machine that makes sounds louder
c. machine that makes things look bigger
d. small telephone that can be carried around
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Third 1,000
1. SOLDIER: He is a soldier.
a. person in a business
b. student
c. person who uses metal
d. person in the army
2. RESTORE: It has been restored.
a. said again
b. given to a different person
c. given a lower price
d. made like new again
3. JUG: He was holding a jug.
a. a container for pouring liquids
b. an informal discussion
c. a soft cap
d. a weapon that explodes
4. SCRUB: He is scrubbing it.
a. cutting shallow lines into it
b. repairing it
c. rubbing it hard to clean it
d. drawing simple pictures of it
5. DINOSAUR: The children were
pretending to be dinosaurs.
a. robbers who work at sea
b. very small creatures with human
form but with wings
c. large creatures with wings that
breathe fire
d. animals that lived a long time ago
6. STRAP: He broke the strap.
a. promise
b. top cover
c. shallow dish for food
d. strip of material for holding
things together
7. PAVE: It was paved.
a. prevented from going through
b. divided
c. given gold edges
d. covered with a hard surface
8. DASH: They dashed over it.
a. moved quickly
b. moved slowly
c. fought
d. looked quickly
9. ROVE: He couldn’t stop roving.
a. getting drunk
b. travelling around
c. making a musical sound through
closed lips
d. working hard
10. LONESOME: He felt lonesome.
a. ungrateful
b. very tired
c. lonely
d. full of energy
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Fourth 1,000
1.

10. ALLEGE: They alleged it.
a. claimed it without proof
b. stole the ideas for it
from someone else
c. provided facts to prove
it
d. argued against the facts
that supported it

COMPOUND: They made a new compound.

a.
b.
c.
d.

agreement
thing made of two or more parts
group of people forming a business
guess based on past experience

2.

LATTER: I agree with the latter.
a. man from the church
b. reason given
c. last one
d. answer

3.

CANDID: Please be candid.
a. be careful
b. show sympathy
c. show fairness to both sides
d. say what you really think

4.

TUMMY: Look at my tummy.
a. cloth to cover the head
b. stomach
c. small furry animal
d. thumb

5.

QUIZ: We made a quiz.
a. thing to hold arrows
b. serious mistake
c. set of questions
d. box for birds to make nests in

6.

INPUT: We need more input.
a. information, power, etc.
put into something
b. workers
c. artificial filling for a hole in wood
d. money

7.

CRAB: Do you like crabs?
a. sea creatures that walk sideways
b. very thin small cakes
c. tight, hard collars
d. large black insects that sing at night

8.

VOCABULARY: You will
need more vocabulary.
a. words
b. skill
c. money
d. guns

9.

REMEDY: We found a good remedy.
a. way to fix a problem
b. place to eat in public
c. way to prepare food
d. rule about numbers
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c.
d.

Fifth 1,000
1.

DEFICIT: The company had a large
deficit.
a. spent a lot more money than it
earned
b. went down a lot in value
c. had a plan for its spending that
used a lot of money
d. had a lot of money in the bank

2.

WEEP: He wept.
a. finished his course
b. cried
c. died
d. worried

3.

NUN: We saw a nun.
a. long thin creature that lives in the
earth
b. terrible accident
c. woman following a strict
religious life
d. unexplained bright light in the
sky

4.

HAUNT: The house is haunted.
a. full of ornaments
b. rented
c. empty
d. full of ghosts

5.

COMPOST: We need some compost.
a. strong support
b. help to feel better
c. hard stuff made of stones and
sand stuck together
d. rotted plant material

6.

CUBE: I need one more cube.
a. sharp thing used for joining
things
b. solid square block
c. tall cup with no saucer
d. piece of stiff paper folded in half

7.

MINIATURE: It is a miniature.
a. a very small thing of its kind
b. an instrument to look at small
objects
c. a very small living creature
d. a small line to join letters in
handwriting

8.

PEEL: Shall I peel it?
a. let it sit in water for a long time
b. take the skin off it
c. make it white
d. cut it into thin pieces

9.

FRACTURE: They found a fracture.
a. break
b. small piece

short coat
rare jewel

10. BACTERIUM: They didn’t find a
single bacterium.
a. small living thing causing disease
b. plant with red or orange flowers
c. animal that carries water on its back
d. thing that has been stolen and sold
to a shop
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Appendix D: VLSs Formula
For the purpose of this study, this VLS Formula has been created and developed
(Bookmark vocabulary notebook).
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Appendix E: VLSs Model (VBS)
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